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This study involving 2,478 teachers from south central Kentucky sought to
determine the impact school improvement initiatives have on a teacher. More
specifically, it explored how experiencing school improvement initiatives affect the
measured levels of burnout and self-efficacy of a teacher.
Participants (n = 2,478) of this study came from school districts within the south
central region of Kentucky. The participating districts were selected due to varying sizes
of enrollments and the number of employed teachers. Participants were invited to
participate in this study via an email invitation. Two previously published instruments
were used. Participants were first asked to provide background information. This
background information included the participant indicating the grade level of which they
taught, years of experience, and an approximation of the number of school improvement
initiatives they had implemented over the last three years. The instrument was a
combined instrument of Seidman’s Teacher Burnout Scale (1986) and Bandura’s Teacher
Self-Efficacy Scale (2006).
Results of the study indicated that the number of school improvement initiatives a
teacher experiences does not necessarily prove to be an antecedent of lower levels of selfefficacy. Results did indicate that experiencing school improvement initiatives have an
impact on burnout levels of beginning teachers as well as teachers approaching
retirement. Most correlation coefficients were weak overall, but there were significant
viii

correlations between some subscales and particular groups of participants. A qualitative
aspect of research was implemented to determine trends in the particular types of
initiatives that educators of different levels experience. Most teachers (other than middle
school teachers) indicated that they most often implemented initiatives that were adopted
at the district level.
The findings of this research will be helpful to school administrators as well as an
asset to existing research on burnout and self-efficacy. This research will assist in
providing conclusive evidence to the effect initiatives have on teachers. Furthermore, the
study will assist administrators when considering the adoption of future school
improvement programs.
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CHAPTER I: INTRODUCTION
In 1990, the Commonwealth of Kentucky took school reform efforts to new
heights. After years of underperforming schools and growing ridicule from the public, the
Commonwealth decided to investigate the causes of the decline. Upon further review, the
Kentucky Supreme Court ruled the entire educational system unconstitutional. In 1990,
the Kentucky General Assembly passed the Kentucky Education Reform Act, better
known as KERA. Governor Wilkinson signed House Bill 940 into law in July of 1990
(Rose v. Council for Better Education, 1989).
The primary reason behind declaring the educational system unconstitutional was
the disparities in educational funding across the Commonwealth. The Kentucky Office of
Education Accountability reported that, in 1989-1990, property wealth per pupil varied
from $39,138 to $341,707; local revenue per student varied from $80 to $3,716. The state
aid varied from $1,750 to $2,753 per student. Average per pupil spending for instruction
varied from $1,499 to $3,709 (Hoyt, n.d.).
To level the playing field in terms of distributing educational monies, a new
funding program called Support Educational Excellence in Kentucky (SEEK) was
established. This program allowed districts to receive a guaranteed level of revenue per
student. The ability to forecast the amount of money that would be available to spend on
students’ needs allowed for more purposeful and useful spending of state monies. In
1990-1991, the base SEEK funding was $2,305 per pupil, and it gradually increased to
$2,570 per pupil in 1995-96. The base was adjusted according to at-risk children
populations (students who participated in the federal school lunch programs) (Hoyt, n.d.).
The state guaranteed the amount of revenue, but the districts were asked to share in the
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financing by providing a minimum of $.30 per $100 of property value in the district. The
idea behind this change was to equalize funding for all districts as well as equalize
educational outcomes. In 2010, SEEK funding was reported as $9,144 per pupil
(Kentucky Department of Education, 2011a). Disparities in funding are no longer present,
but the differences in spending still exist.
KERA has been deemed by some as the nation’s most comprehensive and
longest-running statewide school reform initiative (Pankratz & Petrosko, 2000). Title 1
programs, derived from the No Child Left Behind Act of 2001, also are examples of
long-running programs considered to be school improvement initiatives. The Kentucky
Education Reform Act of 1990 is one of many new initiatives that educators have
experienced in the Commonwealth of Kentucky.
Another large-scale school improvement undertaking came as a result of the
Nation at Risk study. In 1983, Education Secretary Terrel Bell appointed members to the
National Commission on Excellence in Education charged with reporting back on the
state of the American educational system. The report concentrated primarily on
secondary education, but recommendations from this study were implemented in almost
every state of the union at all levels.
The high school student participants were asked to complete simple tests of
everyday reading, writing, and comprehension. As a result of the Nation at Risk study,
data revealed that about 13% of 17-year-olds in the United States could be considered
functionally illiterate (Scherer, 1983). Furthermore, findings indicated that approximately
23 million American adults were found to be functionally illiterate. The study set off
fears of an economic downfall of epic proportions that our competitive edge in the global
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market place would suffer due to these findings. Five main additions to America’s school
curriculum were recommended. Scherer (1983) noted that these additions included four
years of English, three years of math, three years of science, three years of social studies,
and a half year of computer science in all high schools. More specific additions were
added later in the implementation of the new curricula. The additions were not limited to
curriculum; the Commission also called for teacher preparation reform. The conclusions
of the Nation at Risk study recommended increased support for teachers of mathematics,
science, and foreign languages, and for specialists who taught special needs children,
language minority students, and gifted and talented students.
The Nation at Risk study resulted in large scale improvement initiatives, although
school improvement also can occur in smaller forms. The anticipated results of school
reform have been focused on higher levels of student achievement. While school reform
efforts are not uncommon, research on the topic, especially studies focusing on how
implementing school initiatives impact teacher burnout and teacher perceptions of
efficacy, have been almost non-existent.
Teachers have experienced initiatives in all shapes and sizes, and they have
usually been presented for implementation by administrators from the federal, state,
district, and building levels. School improvement initiatives have been defined relative to
who is questioned. In an informal survey conducted by this researcher, educators
(teachers and administrators) showed agreement on what a school improvement initiative
entailed.
The overall purpose of the survey was to develop a more formal definition of a
school improvement initiative. The researcher asked participants to respond to questions
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regarding components included in an initiative (whether they agreed) (Appendix A).
Responses followed a Likert-type scale ranging from 1 (strongly disagree) to 5 (strongly
agree). The survey was sent to a panel of experts in order to develop a comprehensive
definition of a school improvement initiative. Participants included teachers, curriculum
coordinators, guidance counselors, assistant principals, principals, district-level
instructional supervisors, district-level assessment coordinators, university professors,
and college deans. Each question was designed to inquire about the components
comprising initiatives. The 10 questions also asked participants their opinion on reasons
for implementation of initiatives, who should implement them, and other characteristics.
Survey results showed 90.9% of participants indicated initiatives should be
implemented according to needs that are supported by data. All participants agreed that
initiatives are constructs intended to improve student academic performance. A total of
81.8% of the participants determined that initiatives could be easily implemented in the
classroom. The importance of training for success yielded varying answers across the
board. The majority (90.9%) of respondents affirmed that training was key, but the
remaining respondents were either undecided or disagreed to some extent. Ensuring
alignment with curriculum standards was important to 90.9% of participants. When asked
whom should make the decisions of when or how to implement a new initiative, 90.9%
agreed that administrators should make those decisions. Over 90% of participants also
expressed that administrators should make the decisions of the adoption (and subsequent
facilitating) of initiatives. The majority of respondents were undecided on whether the
implementation of initiatives should be optional (not mandated). A few (18%) of the
respondents disagreed that initiatives should be optional, while 36% agreed. All were in

4

agreement that the success of any initiative hinged upon the buy-in of teachers within the
building. When asked whether the word initiative carried a negative connotation, the
results were inconclusive (27% indicated no, 27% were undecided, and 46% indicated
yes). Finally, all participants agreed the process should be a result of participatory
decision-making on the part of both teachers and administrators.
As is evident by the preceding responses, little consensus was found on what
comprised a school improvement initiative. The definition varies dependent upon who is
asked. Although no formal definition can be found in the literature, Webster’s Dictionary
offers the definition of an initiative (noun) as an introductory step. Thus, a school
improvement initiative is a first step in improving/enhancing a school’s educational
impact - an institutional undertaking, program, approach, or technique with a designed
plan of action based on data with increased student success in mind. Ultimately, whether
of large or small scale, an initiative is a program most likely introduced by administrators
due to data driven decision making for the improvement of student academic
achievement. Success is dependent on teacher buy-in as well as ease of implementation
within the classroom. Last, an initiative is thought to be most effective if aligned with
curriculum standards and adopted by participatory decision making of both teachers and
administrators.
Background
School improvement initiatives have played a role in increasing student
performance for many years. Schools across the country implement new initiatives with
hopes of increasing student performance. The purpose of this study was to examine the
impact of implementing multiple school improvement programs, reform initiatives, and
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school restructuring on teacher efficacy and burnout. Doug Reeves (2002) wrote
extensively on the topic of initiative fatigue in his book The Daily Disciplines of
Leadership: How to Improve Student Achievement, Staff Motivation, and Personal
Organization. According to Reeves, “Initiative fatigue is when fixed resources
(employees’ time, physical and emotional energy of staff, etc.) are divided into a growing
number of initiatives, the time allowed for each initiative declines at a constant rate,
while the effectiveness of each initiative declines exponentially” (p.83). Taking steps to
improve schools is a necessary undertaking. Reeves points out that these good intentions
often fail.
At every level of decision making, strategic leadership has a pervasive impact,
and the failure to properly implement an initiative has grave consequences that threaten
the fundamental purpose of an organization (Reeves, 2002). In the 1980s, education
reform called for an increased involvement of teachers in decisions regarding all aspects
of school (Smylie, 1992). Increased teacher participation was meant to improve the
effectiveness of decisions on student learning (White, 1992) as well as teacher motivation
(Smylie, 1992). Allowing teachers to have a voice in their workload responsibilities may
prevent them from experiencing initiative fatigue.
Requiring teachers to perform multiple tasks (which often involve responsibility
for implementing reform initiatives) is not a new phenomenon. Teachers have
experienced increasing workloads for many years. Reeves (2002) observed organization
leaders demonstrating unwillingness to evaluate and discontinue initiatives. He viewed
the school system as an organizational pack rat, fearful that anything thrown away might
be needed someday. An effective school initiative requires adequate time, energy, and
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resources. When an educator’s time is split in many ways due to paperwork,
documentation, meetings, student issues, parent issues, family responsibilities, and
teaching, adequate time for proper implementation of improvement initiatives is difficult
to set aside. Reeves compared schools and their initiatives to a flower bed. He said, “The
consequences of initiative fatigue can be avoided if there is a resistance toward the
temptation of announcing new initiatives before having reviewed the accumulated
baggage of previous decades” (p. 84). Reeves went on to say, “There comes a point that
schools must weed their gardens prior to planting new flowers” (p. 84). In order for a
flower bed to thrive and produce plants in which to take pride, it is important to weed the
garden of unnecessary visitors. Every business, school, department, etc., has a few weeds
that have developed deep roots and are hard to uproot. When an initiative is important to
an individual (although it may be utilized very little), it may be difficult for him/her to
give up such an investment. Once a collaborative effort of weed pulling takes place, the
nice areas of the flower bed are visible and easier to nurture and care for (e.g., initiatives
of greater value).
Burnout is experienced in many facets of employment. Whether in industry and/or
a field in which an individual may be employed, burnout is present. Freudenberger
(1974) explained burnout as physical and emotional exhaustion toward one’s occupation.
Similarly, Maslach and Jackson (1981) have contributed greatly to the research on
burnout. These two renowned researchers created the Maslach Burnout Inventory to
measure burnout among individuals. Their instrument revolved around three subscales
(emotional exhaustion, depersonalization, and personal accomplishment). The emotional
exhaustion dimension referred to feelings of overextension and exhaustion caused by
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daily work pressures. Depersonalization referred to the development of negative attitudes
and impersonal responses toward co-workers. The personal accomplishment dimension
referred to feelings of inadequate personal achievement accompanied by a diminished
sense of self-esteem.
Maslach and Jackson (1981) described burnout as a syndrome of emotional
exhaustion, depersonalization, and reduced personal accomplishment. Farber (1984),
along with Russell, Altmaier, and Van Velzen (1987), found that teacher burnout was
thought to be caused by factors such as excess work, lack of administrative and parental
support, inadequate salaries, student discipline problems, lack of student interest, overcrowded classrooms, difficulty in advancement, lack of support team, unwanted transfers,
conflict in job perception, and public criticism.
In an informal poll, this researcher asked eight practicing or former educators to
share their views on their definition of teacher burnout. Their responses follow.
A founder of an educational consultation company stated,
My view is that “burnout” is a combination of physical, mental, and emotional
exhaustion that is associated with significantly diminished performance. It is
more than “being tired” – that happens to everybody – but it’s chronic, persistent,
and related to long-term diminishment in performance.
A retired superintendent said,
I have always thought of burnout as a time when the individual has lost all sense
of responsibility and the students begin to suffer. The students no longer benefit
from what the individual has to offer and often the individual’s mental and
physical condition reflects the condition.
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A current elementary school principal said,
Teacher burnout is what we always felt where I last taught. You could almost
hear the collective sigh when they would tell us what we were going to do
next. The whole attitude was just “here we go again.” Again, my opinion, but all
of those ideas were doomed to fail before they even started, and all of them did
eventually fail.
A current assistant superintendent stated,
Burnout occurs when a teacher becomes frustrated, complacent, or professionally
stagnant to the degree that a significant decrease in productivity in the classroom
and/or personal satisfaction with the current position/profession occurs. Not all
burnout will necessarily result in a decrease in performance (dedicated teachers
are much too focused for that!), but the demands of the job may have a negative
impact on teachers’ overall outlook or personal happiness.
A former high school guidance counselor said,
Teacher burnout occurs when a teacher becomes overwhelmed with so much so
often. This happens when teachers feel their time is compromised within the
classroom because they are constantly being bombarded with another new
endeavor before they finish the current one. It seems that one new initiative is
being “piggy-backed” on another. Oftentimes, the teachers feel new programs are
being explored at the expense of the time they need to spend with the children in
the classroom. After a while, they feel defeated in their endeavors to teach and
are ready to throw in the towel.
A current high school teacher said,
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When teachers decide they can have no effect on their students’ learning - easier
to blame families, society, lack of funding, etc. so they just give up.
A current middle school assistant principal stated,
Burnout is a teacher's state of apathy; utter lack of desire to adopt new methods or
strategies. In some cases, it is a feeling of despair or of being overwhelmed.
A current university department head stated,
Burnout for me happens as early as weeks into or after a year or many years. To
me, it is when a teacher loses sight of or possession of the passion required to
truly teach. They are no longer interested in learning and growth for themselves,
students, or their organization.
Teacher self-efficacy is another significant component of well-being. When
considering a school initiative and how it may affect a teacher, self-efficacy is a factor
that must be considered. Skaalvik and Skaalvik (2007) defined an educator’s selfefficacy as a general belief about limitations in what can be achieved through education.
Bandura (1986) defined educator perceived self-efficacy as a personal judgment of the
capability to organize and execute courses of action required to attain designated types of
performance. Efficacy opens up questions of self worth and perceived contributions to
the field, e.g., self-efficacy is the perception of how well one is progressing in a position.
Furthermore, self-efficacy is the perception of the difference being made in the field.
Overlapping factors can be noted when measuring self-efficacy and burnout
(exhaustion and depersonalization). The concepts of exhaustion and depersonalization are
similar in definition and make-up. Ballet, Kelchtermans, and Loughran (2006) indicated
that research has shown the use of pre-packaged and pre-designed materials tended to
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diminish teacher autonomy. Teacher self-efficacy has been shown to predict the
following:
(a) student motivation and achievement (Ashton & Webb, 1986; Midgley,
Feldlaufer, & Eccles, 1989; Moore & Esselman, 1992; Ross, 1992);
(b) student self-efficacy and attitudes (Anderson, Green, & Loewen, 1988;
Cheung & Cheung, 1997);
(c) teacher goals and aspirations (Muijs & Reynolds, 2002);
(d) teacher attitudes toward innovation and change (Fuchs, Fuchs, & Bishop,
1992; Guskey, 1988);
(e) teacher tendency to refer difficult students to special education (Meijer &
Foster, 1988; Soodak & Podell, 1993);
(f) teacher use of teaching strategies (Allinder, 1994; Woolfolk, Rosoff, & Hoy,
1990); and
(g) the likelihood that teachers will remain in the teaching profession (Burley,
Hall, Villeme, & Brockmeier, 1991; Glickman & Tamashiro, 1982).
As teacher self-efficacy has been found to directly affect student performance, the
implementation and directives of initiatives are important considerations.
Skaalvik and Skaalvik (2007) designed and implemented the Norwegian Teacher
Self-Efficacy Scale (NTSES) to measure a teacher’s level of self-efficacy. This
instrument has been rigorously validated and tested in a number of different studies. It
has been modified over the years, but, in most accounts, is designed to consist of six
subscales: Instruction, Adapting Education to Individual Students’ Needs, Motivating
Students, Keeping Discipline, Cooperating with Colleagues and Parents, and Coping with
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Changes and Challenges. With the use of this instrument, Skaalvik and Skaalvik found
significant relationships between self-efficacy and burnout, increasing the validity of the
instrument. Regression analyses found that burnout was most strongly related to teacher
self-efficacy (

values varied between -.32 and -.40). The researchers posited that this

relationship could be attributed to the similarity of the dimensions of each construct.
Problem
School reform initiatives are not only needed, but essential. An initiative
implemented in the correct situation, under ideal circumstances for success, will most
likely succeed. All too often, the idea of school reform initiatives is not associated with
the consideration of the impact on teachers, e.g., the ones who will be fully implementing
the new initiative.
Reeves (2002) stated that leaders and organizations appear to demonstrate a
resolute unwillingness to evaluate and discontinue initiatives. Ultimately, the strain on
workers implementing and carrying out these initiatives is too much to bear. The
eventual result is a lowered sense of self-efficacy, a higher level of burnout, and a greater
rate of teacher attrition. In 1999, the nation’s schools hired 232,000 new teachers but lost
more than 287,000 (National Commission on Teaching and America’s Future [NCTAF],
2004). Research has shown that 30% - 50% of teachers leave the profession after five
years (Ingersoll, 2003; Wilson, 2000). More recently, Keigher (2010) discovered that
3,380,000 public school teachers were employed during the 2007-2008 school year and,
at year’s end, 270,424 left the profession altogether. Even the most committed and
diligent workers grow weary and cynical when confronted with leaders who have
difficulty in understanding the difference between new tasks that will help achieve
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greater results and those that add to the growing list of responsibilities already asked of
them (Ingersoll, 2002).
A plethora of research is available on teacher burnout and perceptions of selfefficacy. However, little to no research has been conducted on whether school reform
initiatives impact teacher burnout and perceptions of efficacy. Timms, Graham, and
Cottrell (2007), as well as Gardner and Williamson (2002), observed that school reforms
often overlap and leave teachers little time to assimilate and adjust to change before
another change impacts their lives. When the expectations and workload of a school day
overlap with an individual’s personal life, time spent with family, and the ability to
distinguish between home and school time, the presence of cynicism, burnout, and
lowered levels of efficacy can be found. In a study by Timms et al. (2007), one teacher
stated, “What tires me out (after 30 years of teaching) are the ever increasing tasks that
are placed into my work wheelbarrow. Never does anyone take tasks off, so the barrow
gets harder to push” (p. 579).
Significance of the Study
This study is significant because of real-world implications. Several studies can
be found that discuss the types of and reasons for burnout. The most notable researchers
of burnout and its causes are Maslach and Jackson (1981). Also, a plethora of research is
available on self-efficacy. Some of the most notable researchers of self-efficacy are
Bandura (1986), Skaalvik and Skaalvik (2007), and Hoy and Woolfolk (1993). Even
though worthy research on these constructs can be found in the education field, little to
no research exists on the effects of school improvement initiatives and their impact on
teachers in terms of burnout and perceptions of self-efficacy.
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Teaching is a demanding occupation in many aspects. Some researchers have
referred to the field as stressful (Friedman, 2000; Howard & Johnson, 2004). This study
helped to solidify or refute that assumption. The findings built on previous research in the
area of burnout, self-efficacy, and causes of teacher stress. Furthermore, this research
explored new areas not yet researched. Most notably, this research investigated whether
school reform initiatives impact teacher burnout and perceptions of self-efficacy.
Timms et al. (2007) and Gardner and Williamson (2002) noted that school
reforms often overlap and leave teachers little time to assimilate and adjust to change
before another change impacts their lives. The rising workload and demands an educator
endures ultimately impacts his/her health. Erickson and Ritter (2001) forewarned the
possibility of serious health consequences on those who continued to experience high
levels of stress. The reform agendas often passed down have heightened the workload of
teachers but failed to increase the quality of work (Hargreaves, 1988). The lack of
autonomy and voice in these undertakings has left many with lowered expectations of
their career.
This study will support or refute previous hypotheses focused on the negative
effects of excessive teacher workloads. Respondents in previous studies have reported
high correlations among workloads and exhaustion, as exhaustion is a component of both
burnout and self-efficacy (Timms et al., 2007). One particular study was conducted by
the Queensland Department of Industrial Relations (QDIR, 2003), and is an example of
work that could be strengthened or refuted through this research. Results revealed that
teachers spent an average of 52.17 hours at work per week. The Australian government
mandated extra tasks for teachers to implement that are associated with their
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improvement efforts. These tasks included compiling documentation of measures taken
within their classrooms to better instruct students. Copies of the documentation were
returned to administrators to provide evidence on the extent of what was accomplished.
Most of the teachers interviewed in the study stated that the mandates kept them from
actually teaching.
Timms et al. (2007) said, “The high workloads, long hours of work and their
inevitable intrusion into teachers’ private lives, combined with the high relationship of
these variables with exhaustion, disengagement and reduced vigor, sounded an
unmistakable warning bell to authorities who determine workloads for these employees”
(p.584). This study indicated that current workloads cannot be sustained.
The ultimate goal of this study was to determine how the growing number of
initiatives experienced by teachers affects burnout and perceptions of efficacy. The study
is significant to the field of education because it will provide a unique insight into an area
not previously researched. The findings will provide administrators with data to assist in
understanding the impact that current programs/initiatives implemented in their districts
have on teachers. It will also provide an antecedent for administrators to consider prior to
implementing new initiatives and will assist others when considering the effects of
change.
Research Questions
The research questions guiding this study are as follows:
Research Question 1: Is there a relationship between teachers’ perceived self-efficacy and
their exposure to multiple educational improvement initiatives?
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Research Question 2: Is there a relationship between the degree of burnout teachers
experience and their exposure to multiple educational improvement initiatives?
Operational Definitions
School Improvement Initiatives: An observable instructional practice designed to
improve student results. This practice can be implemented on both a large and small scale
and is based on standards and data that should drive the implementation of the new
endeavor.
Teacher’s Self-Efficacy: (a) Perceived self-efficacy is defined as individuals’
judgments of their capabilities to organize and execute courses of action required to attain
designated types of performance (Bandura, 1986). (b) A teacher’s general beliefs about
limitations to what can be achieved through education (Skaalvik & Skaalvik, 2007).
Burnout: A syndrome of emotional exhaustion, depersonalization, and reduced
personal accomplishment (Maslach & Jackson, 1981).
Initiative Fatigue: As fixed resources (employees’ time, physical and emotional
energy of staff, etc.) are divided into a growing number of initiatives, the time allowed
for each declines at a constant rate, while the effectiveness of each declines exponentially
(Reeves, 2002).
The Kentucky General Assembly enacted House Bill 940 (the Kentucky
Education Reform Act [KERA]), later known as the Kentucky Education Reform Act of
1990. This legislation was signed by Governor Wilkinson and officially put into place in
July of 1990 (Kentucky Department of Education, 1995). KERA brought about change in
the way in which student progress was assessed. It also changed the way in which state
monies were distributed to schools to reduce funding disparities being experienced.

16

Another significant change that accompanied KERA was the implementation of SiteBased Decision Making (SBDM) Councils comprised of teachers, parents, and
administrators to help in the governance of the school.
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CHAPTER II: REVIEW OF THE LITERATURE
Introduction
This study addressed the relationship between instructional initiatives being
implemented in public schools and the effects these growing number of initiatives have
on educator burnout and perceived self-efficacy. There is a lack of literature available on
the specific issue of initiative fatigue. Reeves (2002) defined the concept of initiative
fatigue: “As fixed resources (employees’ time, resources, physical and emotional energy
of staff) are divided into a growing number of initiatives, the time allowed for each
initiative declines at a constant rate, while the effectiveness of each initiative declines
exponentially” (p. 83). A large amount of literature is available regarding the other issues
that coincide with initiative fatigue (teacher burnout, teacher self-efficacy, teacher
retention, educational reform).
Issues and trends in education are constantly evolving. The re-invention of
instructional practices in public schools has remained steadfast from year to year, e.g., the
cyclical nature of techniques presented, but with different packaging. For instance,
graphic organizers previously used in the classroom are now presented with new names
but the same results. Many educators would testify that change is not only inevitable, but
necessary to ensure that the most effective instructional practices occur in schools.
Although change is needed in our schools, it is important to consider the ramifications of
change and the effect on teachers.
Across the nation, educators and researchers have sought to discover the causes of
teacher burnout, declining retention rates, and low self-efficacy. A number of studies
have been conducted in an attempt to determine the causes of these issues. A large
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number focus on the correlation between the issues and administrator leadership style.
However, little attention has been paid to the effect of the growing number of school
initiatives on teachers in the areas of efficacy, burnout, and retention rates.
As noted in the previous chapter, the evaluation of initiatives in some school
districts has been less than thorough. Many initiatives once thought to be on the cutting
edge are ineffective and hold no value to the district. In his non-empirical publication,
Reeves (2002) expressed concern that the average school system has become an
organizational pack rat, fearing that anything thrown away might be needed someday.
Hoarding educational initiatives and programs can be an asset to the profession,
providing a wealth of instructional materials. On the other hand, this habit can debilitate a
staff. Reeves stated that staff members often cannot see the flowers (initiatives working
well) due to the weeds in the way (initiatives overlooked for years). He indicated that
weed pulling was in order to rid schools of tasks no longer useful to allow the focus on
the care of the flower. Caring for a flower (an initiative that works well), or nurturing its
growth, is difficult if the flowerbed or desk is full of weeds (items that educators simply
do not have time to implement).
Expecting educators to implement multiple initiatives simultaneously, or in rapid
succession, has the potential to detract from quality instruction. The implementation of
numerous initiatives also may make navigating through the daily expectations of a
classroom confusing and difficult. Educators eventually lose sight of what is expected
due to the large number of tasks they are required to complete, in addition to teaching.
Research conducted by Bloch (1977) indicated that teachers who do not receive adequate
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administrative support for new teacher initiatives will develop negative attitudes and
reactions toward demands/requests.
Educators are responsible for providing the tools needed for all children to
become successful and contributing members of society. Raising student achievement is a
continuing focus throughout the school year, as well as from year-to-year. Ingersoll
(2001) noted that the first line of defense in raising student achievement involved
recruiting and retaining a critical mass of high quality teachers. Research has indicated
that teacher turnover is occurring at an astounding rate. As stated earlier, the nation’s
schools in 1999 lost more teachers than were hired (NCTAF, 2004). Kirby, Berends, and
Haftel (1999) reported that approximately 16% of those entering the teaching profession
left the public school system within the first year, and 26% left within two years. Other
researchers found that 30% to 50% of teachers left after five years (Ingersoll 2003;
Wilson, 2000), with 9% of new teachers not completing the first year (Black, 2001) and
14% leaving after the first year (Ingersoll, 2002).
This chapter explores (a) causes of burnout among teachers and administrators;
(b) explorations of self-efficacy among educators; (c) educational reform and new
initiatives in schools; (d) educator retention; and (e) the identification of the research
problem, purpose, and rationale.
Causes of Burnout Among Educators
Freudenberger (1974) explained burnout as physical, emotional, and mental
exhaustion. This concept also included the absence of job involvement and
dehumanization. Throughout the years, burnout typically has been defined as feeling
physically, emotionally, and mentally exhausted resulting from a chronic state of
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cumulative pressure or stress at work (Golembiewski, Munzenrider, & Carter, 1983).
Furthermore, burnout has been characterized by emotional and physical depletion and a
negative feeling toward one’s work (Pines, Aronson, & Kafry, 1981). The field of
education has been no stranger to the effects of burnout. Teacher burnout has been
thought to be caused by various factors, including excessive work, lack of administrative
and parental support, inadequate salaries, student disciplinary problems, lack of student
interest, over-crowded classrooms, difficulty in advancement, lack of support team and
equipment, unwanted transfers to other schools, conflict in job perceptions, and public
criticism of teachers (Farber, 1984; Russell, et al., 1987).
Over the years, burnout has been described and defined in numerous ways.
Maslach (1982), a leading authority on this topic, noted that many professionals develop
a gradual loss of regard for the people with whom they work. Burnout has inhibited them
from sustaining the kind of commitment required in the personal encounters associated
with their jobs. They experience a distinctive kind of emotional exhaustion, losing
positive feelings, sympathy, and respect for their clients and patients. A blaming-thevictim philosophy develops that, in many cases, appears to cause the quality of client
services to deteriorate (Maslach, 1978). Researchers on burnout have agreed that this
phenomenon is an individual matter that involves feelings, attitudes, motives, and
expectations. Furthermore, burnout is a negative experience with negative consequences
that involves three identifiable dimensions: exhaustion, depersonalization, and personal
accomplishment (Maslach, 1982). Freudenberger (1977) believed that burnout is
contagious. He expressed concern that teachers who are dissatisfied and experiencing
high levels of stress cause a domino effect on the other stakeholders. Freudenberger
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stated that others also may contract the lethargy, cynicism, and despair that colleagues,
co-workers, etc., experience.
Much research has been conducted on the causes and effects of teacher burnout.
Factors that cause burnout, as well as remedies, have been investigated. Sarros and Sarros
(1992) studied burnout to discover how the effects of social support affected teacher
burnout. Their quantitative research was conducted using questionnaires among
Australian teachers. This study was conducted with 491 government secondary school
teachers in Victoria, Australia, and had results similar to past studies. A recent survey of
Victorian government school teachers emphasized that over 20% of teachers reported
some degree of work stress or strain (Applied Psychology Research Group, 1989). Other
research found that teachers in supportive work environments reported lower levels of
stress and burnout (Anderson & Iwanicki, 1984; Jackson, Schwab, & Schuler, 1986;
Schwab, Jackson, & Schuler, 1986). Maslach and Jackson (1981) studied burnout in great
detail and defined it as a result of unremitting work stress, combined with work
conditions such as a lack of positive feedback, and limited opportunities for career
progression.
The purpose of the Sarros and Sarros (1992) study was to explore teacher burnout
and social support in greater detail. A random sample of 550 full-time classroom teachers
in Victorian government secondary schools was selected for this study. Questionnaires
were sent to the teachers, with 491 usable questionnaires being returned (89% return
rate). Instruments such as the Maslach Burnout Inventory (Maslach & Jackson, 1986), as
well as the questionnaires, were used to gather data. The quantitative data was analyzed
using the Systat Multivariate Package developed by Wilkinson (1987). Emotional
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exhaustion, depersonalization, and personal accomplishment were the variables used to
measure burnout. Emotional exhaustion accounted for 6.2 % of the variance by the
principal, faculty head, and friends in/out of school. A higher level of principal support
was associated with a heightened sense of personal accomplishment. In the case of
depersonalization, t-tests on mean burnout scores indicated that male teachers recorded
significantly more depersonalization than female teachers. Gender and age were
significant predictors in emotional exhaustion and depersonalization burnout.
Furthermore, analyses of variance in the Sarros and Sarros (1992) study revealed that
younger teachers reported higher levels of burnout.
Types of social support found to be helpful to teachers were advice/information,
listening/concern/trust, and feedback from peers. Feelings of esteem and personal
accomplishment increased when these factors were present (Sarros & Sarros, 1992). The
questionnaires revealed that supervisor and principal support were critical in alleviating
teacher burnout.
Friesen and Sarros (1989) explored causes of burnout among educators. The
purpose of their joint research project was to assess the extent to which overall work
stress, various factors of job satisfaction, role clarity, and job challenge were statistically
significant predictors of burnout among teachers and school-based administrators. They
attempted to determine which form of burnout was most closely associated with work
stress by sampling 128 school-based administrators and 635 teachers from a large
western Canadian public school district. A 55% return rate resulted from the surveys. The
72-item questionnaire contained five sections and revealed a number of interesting
findings on the significant predictors of burnout among educators. Through the results of
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their regression analysis, they found that overall work stress was the major predictor of
emotional exhaustion for teachers as well as administrators. The workload of these
educators also was noted as a significant predictor. The study also reaffirmed what other
researchers had already believed to be true: depersonalization occurs in educators when
the needs for challenging work and recognition are not met. The educators interviewed in
this study noted that their self-efficacy toward their position also had diminished over
time due to the increasing number of requirements and lack of support to implement the
new mandates.
Seidman and Zager (1986) took the measuring of teacher burnout to a more
specific level. These researchers had depended on the results of other instruments such as
the Maslach Burnout Inventory (MBI) for gaining results. They felt as though by creating
their own tool, The Teacher Burnout Scale, they should be able to eliminate any
difficulties that come with the more general nature of questions that accompany the MBI.
They set out to keep their instrument more specific by asking for one response per item
and by using more teacher-friendly and relevant questions regarding their attitudes
toward their profession.
The efforts of Seidman and Zager (1986) to create a better instrument to measure
teacher burnout resulted in a number of important ideas related to teacher burnout.
Seidman and Zager (1986) defined teacher burnout as a negative pattern of response to
the stressful situations that accompany teaching, such as student issues, lack of
administrative support, and teaching as a whole. This definition came after they
considered Cherniss’ (1980a) definition of burnout. Cherniss characterized burnout as
anxiety, tension, and emotional and physical exhaustion in response to job-related stress,
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with eventual attitudinal and behavioral changes occurring as a result. Seidman and Zager
(1986) noted that student misconduct, perceived role conflict, and role ambiguity were
contributors to increased stress and lower teacher morale. Holland (1982) defined burnout
as a negative response to stress.
The results of the Teacher Burnout Scale created by Seidman and Zager (1986)
revealed the immergence of four dimensions of burnout: career satisfaction, perceived
administrative support, coping with job-related stress, and attitudes toward students.
These four subscales measured the main aspects of teacher burnout. Seidman and Zager
intended to use the scale to assist in providing researchers and administrators a more indepth glimpse of what teachers who are experiencing struggles needed to succeed and to
overcome their sense of burnout.
Timms, Graham, and Cottrell (2007) sought to discover how the workload, among
other factors, affected teachers and their ability to teach effectively. Through the use of a
mixed methods research approach, the researchers compared previous studies to their
current study to draw conclusions on factors hampering teachers and their effectiveness.
Timms, Graham, and Cottrell (2007) and Gardner and Williamson (2002)
observed that school reforms often overlapped and left teachers little time to assimilate
and adjust to change before another change impacted their lives. With the onset of
educational reform in numerous international settings, teachers found themselves
feverishly attempting to keep up with the mandated demands. Many researchers
acknowledged that teaching is a stressful occupation (Friedman, 2000; Howard &
Johnson, 2004). The government reform agendas have intensified the quantity, but not
the quality, of work performed by teachers and led to the potential to erode the mastery of
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their crafts. Furthermore, the increased workload and demands had implications on the
health of teachers (Hargreaves, 1988). Erickson and Ritter (2001) forewarned the
possibility for serious health consequences for those who continued to experience high
levels of pressure with no real outlet to express their agitation.
The Queensland Independent Education Union (QIEU, 2005) assisted in
distributing pen and paper surveys to 1,000 of its members. The teachers’ phase achieved
a response rate of 30%, with 298 surveys returned. Another phase included collecting
online responses from workers in other industries. The Oldenburg Burnout Inventory
(OLBI), as well as the Utrecht Work Engagement Scale (UWES), were used to gather
data during this study (Timms, Graham, and Cottrell, 2007).
The findings of Timms, Graham, and Cottrell (2007) supported previous
hypotheses of excessive teacher workloads and its negative effects. Respondents reported
significantly higher correlations with workload and exhaustion. A positive relationship
was discovered between high workload and absorption, indicating that respondents found
their work so intrinsically interesting that the passage of time was unnoticed. Conversely,
respondents found that workload constituted the major source of dissatisfaction with their
work environment. Of the respondents, 84% worked long or very long hours as defined
by the QDIR (2003). The research revealed that teachers spent a mean of 52.17 (SD =
9.14) reported hours at work per week. One specific teacher responded to the heavy
workload by saying, “What tires me out (after 30 years of teaching) are the ever
increasing tasks that are placed into my work wheelbarrow. Never does anyone take tasks
off, so the barrow gets harder to push” (Timms, Graham, and Cottrell, 2007, p. 579). The
mandated bureaucratic tasks and meetings resulted in negative emotions. Most
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interviewed teachers shared the sentiment that these mandates inhibited teaching. Timms,
Graham, and Cottrell (2007) noted that high workloads, long hours of work and the
inevitable intrusion into teachers’ private lives, combined with the strong relationship of
these variables to exhaustion, disengagement, and reduced vigor, sounded an
unmistakable warning to authorities who determined employee workload. This study
indicated that current workloads were unsustainable.
Weisberg and Sagie (1999) investigated the impact of teacher burnout outside of
the United States. This study was conducted using a mixed-methods approach and
included questionnaires, interviews, and quantitative data. Weisberg and Sagie examined
the relationship between Israeli teacher burnout and their intentions to leave their current
jobs for those outside the field of education. They predicted that all three burnout
dimensions - physical, mental, and emotional - would positively contribute to teacher
attrition, and age and tenure would negatively influence their intentions. Weisberg and
Sagie also hypothesized that teachers experiencing burnout who had tenure and possessed
a veteran status were less likely to leave the field than non-tenure teachers.
Interviews were conducted among 28 female teachers in a secondary school in Tel
Aviv. Their average age was 40, and they had been teaching for an average of 17 years.
The Pines Burnout Scale (Pines et al., 1981), translated into Hebrew, was used to
measure physical, mental, and emotional burnout among the participants. Items were
randomly organized and evaluated on a 7-point Likert-type scale ranging from never (1)
to always (7).
The leading factor for teacher attrition in Tel Aviv was found to be physical
exhaustion, with an eigenvalue of 7.06. The eigenvalues of mental and emotional factors
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were 3.00 and 1.70, respectively. Average score results of the items in each factor
indicated that burnout severity was higher for the physical factor than for the mental and
emotional factors. This study confirmed that burnout was composed of the three
previously mentioned dimensions. With the inclusion of multiple regression analysis,
physical exhaustion was strongest in explaining teachers’ reasons for leaving their
positions. Mental exhaustion was a lesser factor, and emotional exhaustion was not a
factor at all. The discovery was made that teachers who taught for a shorter time period
were more likely to leave due to burnout than the more experienced teachers because of
the higher probability of finding new work.
Burke and Greenglass (1988) also explored factors relating to burnout. Their
research explored how gender impacted burnout in the field. Using quantitative methods
of research, the study focused on married educators and attempted to determine how
work and family related to the levels of burnout they experienced. The study was
conducted in a large Canadian city, and 556 women and men employed within a single
school district were selected to participate. Burke and Greenglass focused on teachers,
department heads, vice-principals, and principals. The average years of teaching were
6.17 for males and 5.52 for females. Males were found to have an average of 26 students
per class, while females had 23.9 students per class. The average age of the male
participants was 44.8; while the average female age was 43.4. The majority of the teacher
participants were women (60% female, 47% male), and the majority of participating
principals were men (14% male, 4% female). Elementary, middle, and high school levels
were represented. In addition to the focus on gender and grade levels of the respondents,
the average family size was two children.
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Burke and Greenglass (1988) assessed burnout of the respondents using the
Maslach Burnout Inventory (MBI) (Maslach & Jackson, 1981), which focused scores on
three subscales: emotional exhaustion, depersonalization, and personal accomplishment.
The emotional exhaustion dimension referred to feelings of overextension and exhaustion
caused by daily work pressures. Depersonalization was defined as the development of
negative attitudes and impersonal responses toward co-workers. The personal
accomplishment dimension referred to feelings of inadequate personal achievement,
accompanied by a diminished sense of self-esteem. Five sources of stress were measured:
doubts about competence, problems with clients, lack of stimulation and fulfillment,
bureaucratic interference, and lack of collegiality. Teacher stress was measured using a
modified version of the Stress Profile for Teachers (Wilson, 1979). This instrument
utilized the following stressors: student behavior, parent/teacher relations, and time
management. Six areas of role conflict also were assessed using a scale that focused on
professional vs. self, professional vs. spouse, professional vs. parent, spouse vs. parent,
parent vs. self, and spouse vs. self. Further measures included job satisfaction,
absenteeism, social support, and marital satisfaction.
Five sources of stress identified by Cherniss (1980a) as antecedents of burnout
were measured (Burke, Shearer, & Deszca, 1984). These antecedents were as follows:
doubts about competence, problems with clients, lack of stimulation and fulfillment,
bureaucratic interference, and lack of collegiality. Results of the t-tests implemented on
burnout measures between men and women revealed no significant difference between
sexes on the overall MBI score. Further multiple regression results indicated that 47% of

29

the variation in burnout accounted for factors such as marital satisfaction, work sources
of stress, and social support in women.
The primary contributors to burnout in men were sources of stress, including
doubts about competence and problems with students. Methods, such as t-tests, were
conducted to test for gender differences and extra work measures, including job and
marital satisfaction, absenteeism, and social support. Results of t-tests between men and
women indicated that women were significantly more satisfied with their jobs. Similar
tests were conducted on psychological and physical outcomes and indicated that women
reported more psychosomatic symptoms, were more depressed, and experienced more
migraines than their male counterparts. Overall, women experienced a significantly
greater role conflict, with the exception of one category, Spouse vs. Self.
Sources of stress contributed to burnout in both the men and women participants;
however, teacher stress was a large factor in predicting burnout for women. No
significant differences were found between genders in work sources of stress. The data
further suggested that dissatisfaction with family was associated with burnout in women
only (Burke & Greenglass, 1988).
Men had significantly higher burnout in the area of depersonalization. Because
males are more likely than females to use depersonalization as a coping technique of
burnout/stress, the study revealed that they are at greater risk of becoming cynical and
detached from their students (Burke & Greenglass, 1988).
The study utilized multiple tests occurring at any time. Factors such as the female
dominated field of education were determined by the author to affect many of the results.
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Ultimately, females expressed dissatisfaction and symptoms of burnout more than men
but reported greater job satisfaction.
Another study conducted by Hock (1988) researched the causes of professional
burnout among public school teachers. With the assistance of teachers in San Diego,
Hock drew conclusions on the causes of burnout in professional educators. Hock sought
to discover the magnitude of professional burnout was among public school teachers. He
studied the professional characteristics of teachers who suffered from burnout, how
teachers differed in the amount of job-related stress and dissatisfaction they experienced,
whether the process of burnout was modified by teaching climate, conditions that
promoted or reduced burnout and specific sources of stress and dissatisfaction associated
with burnout among public school teachers, and the most frequently cited effects of
burnout by other researchers.
Hock (1988) designed the study to gather and analyze information about
professional burnout from a large sample of public school teachers. A survey
questionnaire was distributed to 939 teachers in a large metropolitan school district. The
participants ranged in age from 25 to 70 years; the mean age was 44. The respondents
consisted of 30% male and 70 % female, with the target population being teachers in the
San Diego Unified School District in San Diego, California. The instrument utilized by
Hock in this study consisted of 66 items divided into five sections of inquiry on the
causes of burnout: demographics, teaching climate, causes, psychological effects, and
physical effects.
When analyzing the findings of the psychological effects of burnout, the scores
ranged from 0 to 66 out of a possible range of 76. The mean total was 19.93, with a
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standard deviation of 12.89. The physical effects of burnout were assessed by analyzing
the total number of physical ailments checked by subjects on the questionnaire. The
physical effects of burnout revealed 50.8 % of participants said burnout had a low effect,
while 28.9 % reported a moderate effect and 20.3 % a high effect.
Of the 383 teachers Hock (1988) surveyed, 40.8 % had psychological effect
scores of 22 or higher, indicating moderate to high levels of burnout. The professional
climate of the school in which teachers worked was shown to be related to the amount of
total stress or dissatisfaction experienced. After final analysis, Hock (1988) listed five top
causes of burnout. The first was the feeling of being trapped within the profession.
Second, classroom discipline difficulties proved to be an antecedent of the problem.
Third, burnout was found to be caused by isolation from peers and colleagues throughout
the work day. The fourth cause was a lack of support for professional problems, which
was deemed a significant contributor. Last, little support for personal problems proved to
be another leading cause of burnout.
Hock (1988) noted the top five mean score stress/dissatisfaction items: increased
paperwork, public image of teachers, low salary, no participation in decisions about job,
and classroom discipline difficulties. These five items were found to be the leading
causes of stress and dissatisfaction among surveyed teachers.
Whitaker (1996) conducted a qualitative study to investigate burnout of
administrators. This study was a follow-up of previous research that examined similar
topics on the underlying causes of burnout among principals and ways in which to
reverse the trend (Whitaker, 1982). The author explored the reasons why principals left
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their positions early or left the profession. He continued by outlining ways in which these
administrators desired support.
Participants in the Whitaker (1996) study were a sample of 107 randomly selected
principals from one western state. The selection of participants occurred through the use
of extreme case selection as a purposive sampling technique. The author utilized
interviews face to face with each of the participants in the buildings in which they served
as administrator. The Maslach Burnout Inventory (Maslach & Jackson, 1986) was used,
which included the constructs of emotional exhaustion, depersonalization, and low
personal accomplishment to measure burnout. The authors focused on a select number of
principals who expressed their views/stance on specific topics.
The responses of the interviews were recorded, transcribed, and analyzed by
arranging the data into themes. The ten semi-structured interview questions centered
around organizational conditions contributing to emotional exhaustion, depersonalization,
and personal accomplishment/rewards and their effect on personal and professional lives.
Principals also were asked about their degree of satisfaction with levels of status,
recognition, and autonomy in the role of principal. Last, the author questioned principals
on how their role needed to change and reasons for either continuing or leaving the role
of principal, as well as what they might do if they left the principalship (Whitaker, 1996).
The results of Whitaker’s (1996) study revealed that 13 principals (12.15 %)
scored high in both emotional exhaustion and depersonalization. This group was utilized
as the sub-population on which the author focused more intently. Eight out of nine
principals reported that they did not plan to remain in the principalship until retirement.
All but 2 of the 13 were between the ages of 35 and 44. Four of them had been in the
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principalship between 7 and 9 years, three between 4 and 6 years, five between 13 and
15, and one principal had only completed one and a half years in the position. Eight of
the nine principals interviewed were male. Three were high school principals, five were
elementary principals, and one was a middle school principal. All were married, and most
had children. Those in the 35 to 44 age group had significantly higher scores in emotional
exhaustion and depersonalization than principals in other age groups. The author
questioned whether these scores were due to mid-age adult stages of development or the
particular position.
Emotional exhaustion was found to be a significant problem for eight of the nine
principals. These participants cited concerns such as teacher problems, student problems,
and parent concerns. They reported problems associated with constant interruptions, the
number of meetings, increased paperwork, budget cuts, loss of autonomy, site-based
decision sharing, insufficient recognition, and being unable to keep up (Whitaker, 1996).
Many cited personal problems that accompanied their positions, some of which included
health issues, family strain, divorce, and time away from their children.
Whitaker (1996) posited that principals contend with the weight of the world but
receive little or no direction on how to deal with such issues. The principals who were
interviewed outlined ways in which to improve their positions and ultimately retain the
best and brightest at the administrative level. These suggestions fell into categories such
as; need for support systems, more attractive benefits and salaries, and greater
opportunities for professional growth.
Principals expressed a great desire to be mentored, particularly as they began the
principalship, and better perks within the position. These perks included better mileage
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compensation, expense accounts, and other luxuries. Such perks were perceived to help
retain principals and make them feel appreciated. Finally, professional development
designed less for teachers and more toward principal needs were desired (Whitaker,
1996).
The studies reviewed in this section employed qualitative (Whitaker, 1996),
quantitative (Burke & Greenglass, 1988; Sarros & Sarros, 1992; Hock, 1988), and mixed
methods (Timms, Graham, & Cottrell, 2007; Weisberg & Sagie, 1999) research to reach
common conclusions on reasons for burnout among teachers and administrators. Overall,
the studies revealed higher workloads led to greater exhaustion and burnout among
teachers (Timms, Graham, & Cottrell, 2007). Weisberg and Sagie (1999) discovered that
female teachers in Tel Aviv were likely to leave their positions after a short time due to
burnout brought on by physical and emotional exhaustion. Whitaker (1996) found that
administrators also experienced similar emotional and physical exhaustion brought on by
increased workloads and higher demands from their superiors. The effects of work
burnout on families were investigated by Burke and Greenglass (1988). These researchers
discovered that women teachers experienced greater health concerns and psychosomatic
symptoms, while their male counterparts experienced other sources of stress, such as
depersonalization. Sarros and Sarros (1992) found that teachers with a supportive work
environment were less likely to experience burnout. Finally, Hock (1988) discovered
differences in causes of burnout and job related stress with teachers.
Explorations of Self-Efficacy among Educators
The self-efficacy of an educator has been defined as the general belief about
limitations relative to what can be achieved through education (Skaalvik & Skaalvik,
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2007). In other words, self-efficacy is the perception of how well an individual is
progressing in a position. Efficacy opens up questions of self-worth and perceived
contributions to the field.
Bandura (1986) offered a formal definition of self-efficacy in his research on
judgments of individuals’ capabilities to organize and execute courses of action required
to attain designated types of performance. Teacher self-efficacy has been shown to
predict the following:
(a) student motivation and achievement (Ashton & Webb, 1986; Midgley,
Feldlaufer, & Eccles, 1989; Moore & Esselman, 1992; Ross, 1992);
(b) students’ self-efficacy and attitudes (Anderson, Green, & Loewen, 1988;
Cheung & Cheung, 1997);
(c) teachers’ goals and aspirations (Muijs & Reynolds, 2002);
(d) teachers’ attitudes toward innovation and change (Fuchs, Fuchs, & Bishop,
1992; Guskey, 1988);
(e) teachers’ tendency to refer difficult students to special education (Meijer &
Foster, 1988; Soodak & Podell, 1993);
(f) teachers’ use of teaching strategies (Allinder, 1994; Woolfolk, Rosoff, & Hoy,
1990); and
(g) the likelihood that teachers will stay in the teaching profession (Burley, Hall,
Villeme, & Brockmeier, 1991; Glickman & Tamashiro, 1982).
Furthermore, there has been research conducted to illustrate the relation between
teacher self-efficacy and teacher burnout (Chwalisz, Altmaier, & Russell, 1992). The
following research further illustrates these claims.
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Skaalvik & Skaalvik (2007) had a three-fold purpose in their quantitative study
that explored teacher efficacy in great detail. First, the study was to develop and factor
analyze a scale of teacher self-efficacy built on an analysis of role expectations in
Norwegian schools which will be explained in greater detail later. The second purpose
was to test whether teacher self-efficacy could be distinguished from perceived teacher
efficacy and their external control - general beliefs about limitations to what can be
achieved through education. Last, the study was meant to examine the relationship
between teacher perception of strain factors in school, external control, perceived
collective teacher efficacy, teacher self-efficacy, and level of burnout.
The quantitative study by Skaalvik and Skaalvik (2007) included, 246 teachers
from 12 elementary and middle schools, grades 1 through 10 in Norway. School sizes
varied from 5 to 44 teachers per school. Approximately half (53%) worked in elementary
schools, whereas 27% worked in middle schools, and 20% in combined
elementary/middle schools. Of the participants, 41% worked in a traditional selfcontained classroom, while 59% were in schools where a team of teachers shared
responsibility for all students at a certain grade level.
Six subscales were created for teacher responses in the Skaalvik and Skaalvik
(2007) study as follows: instruction, adapting education to individual student needs,
motivating students, keeping discipline, cooperating with colleagues and parents, and
coping with changes and challenges. Responses were given on a 7-point scale from not
certain at all (1) to absolutely certain (7).
Skaalvik and Skaalvik (2007) demonstrated that teacher self-efficacy should be
distinguished from perceived external control, or teaching efficacy defined as the general
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beliefs about limitations to what can be achieved through education. Moreover, findings
revealed that external control had no predictive value for teacher self-efficacy, although it
was weakly, but directly related to teacher burnout.
The strongest and most consistent relationships discovered from the Skaalvik and
Skaalvik (2007) study were found in conflicts with parents and being forced to organize
teaching in ways not perceived as the best. Conflict with parents related negatively to five
of the six dimensions of teacher self-efficacy, as well as emotional exhaustion and
depersonalization. Norwegian schools have had a long tradition of teacher autonomy with
the methods used in the classroom, but new reforms decreased autonomy and increased
team-teaching scenarios. Ballet, Kelchtermans, and Loughran (2006) pointed out that the
use of prepackaged and predesigned materials tended to diminish teacher autonomy on an
international scale.
Skaalvik and Skaalvik (2010) also explored the relationship between teacher selfefficacy and burnout. More specifically, they examined the relationships between
individual teacher self-efficacy, collective teacher efficacy, and external control. External
control is defined as beliefs that factors external to teaching, e.g., student home
environments, etc., imposed limitations on what can be accomplished.
Teacher self-efficacy affects one’s goals and behaviors and is influenced by
actions and conditions in the environment (Skaalvik & Skaalvik, 2010). Conversely,
burnout often is described as a syndrome of emotional exhaustion, depersonalization, and
reduced personal accomplishment (Maslach & Jackson, 1981). Depersonalization in
teacher burnout refers to negative cynical attitudes and feelings about students and/or
colleagues. Teacher burnout previously has been shown to be moderately related to
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teacher self-efficacy (Chwalisz et al., 1992). However, Skaalvik and Skaalvik (2007)
found a strong relationship between teacher self-efficacy and burnout.
Participants in the Skaalvik and Skaalvik (2010) study included 2,249 teachers
from 113 elementary and middle schools in Norway. In five pre-determined regions,
between 20 and 25 schools were chosen by a stratified random procedure from one large
city, a smaller city, and two rural areas. The sample consisted of 68% females, with the
youngest being 24 years old and the oldest being 69. The average age of participants was
45 years, and the average number of years in the profession was 16. The average number
of students in the schools was 352.
The following variables were measured in the study by Skaalvik and Skaalvik
(2010): teacher self-efficacy, perceived collective teacher efficacy, external control,
teacher burnout, teacher job satisfaction, and perceived school context. The data were
analyzed by confirmatory factor analysis and structural equation modeling (SEM) using
the AMOS 7 program. The results indicated that teacher self-efficacy and collective
teacher efficacy should be conceptualized as different constructs, even though they were
shown to be related. Moreover, they were shown to be positively correlated. The data
revealed that positive relationships with parents allowed for teachers to have stronger
self-efficacy beliefs. Collective teacher efficacy was shown to be more dependent on the
functioning of the school leadership. The researchers indicated that supportive school
leadership provided norms, goals, and values shared by all and/or most teachers at a
school.
Emotional exhaustion, a component of burnout, was most strongly related to time
pressure; whereas, depersonalization, another component of burnout, was most strongly
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related to teacher relationships with parents (Skaalvik & Skaalvik, 2010). Time pressure
was defined as a teacher’s perception of having a heavy workload, which included
preparation for extra teaching duties beyond the regular school day and little time for rest
and recovery.
Skaalvik and Skaalvik (2010) found that job satisfaction was positively related to
teacher self-efficacy and negatively related to both dimensions of teacher burnout.
Emotional exhaustion was the strongest predictor in this case. The research also revealed
that job satisfaction was related to the autonomy experienced by a teacher. Participants in
this study pointed out that the school day has become more hectic over time. More time is
spent on paperwork and documentation, and parents expect them to be available after
work hours. The researchers found that teacher relationships with parents affected their
self-efficacy, and building positive relationships was seen as vital to avoid further
decreases in depersonalization and self-efficacy.
Tschannen-Moran, Hoy, and Hoy (1998) examined past research on self-efficacy
to bring greater awareness to what is entailed in teacher efficacy. They cited a number of
past researchers and introduced an efficacy scale they had developed. They considered
teacher efficacy to be the teacher’s belief in his or her ability to organize and execute
actions required to successfully complete a teaching task they have been given. The
researchers also noted that self-efficacy involved a person’s self-perception of their
abilities rather than what is physically completed. Tschannen-Moran, Hoy, and Hoy also
described what other researchers found in terms of efficacy and its effects. Several
researchers noted that teachers with a strong sense of efficacy were more open to new
ideas and more willing to introduce new methods to meet the needs of their students
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(Allinder, 1994; Berman, McLaughlin, Bass, Pauly, & Zellman, 1977; Guskey, 1988;
Stein & Wang, 1988). As a result, their willingness to plan and organize new activities
was greater. The teachers who exhibited a higher sense of efficacy had a great impact on
the climate of the school (Hoy & Woolfolk, 1993).
Tschannen-Moran et al. (1998) also explored efficacy beliefs of novice and
experienced teachers. The researchers acknowledged that few studies have explored
efficacy beliefs of novice teachers, but the assumption was present that their efficacy
beliefs were related to the stress of preparation, paperwork, etc., that accompanied the
first few years. Higher levels of support and good preparatory programs were noted as
factors showing higher levels of efficacy in novice teachers.
Tschannen-Moran et al. (1998) discovered a greater difficulty in assessing levels
of self-efficacy of more experienced teachers as opposed to those with less experience.
This result emerged because they tended to possess more confidence in their abilities,
which, in turn, stabilized their self-efficacy levels. When teachers were asked to
implement new innovations or initiatives, they became uncomfortable and stressed. The
researchers determined that occurred (a negative effect on their sense of efficacy) when
teachers were asked to change. Assuming the experience with the new innovation was
positive, their efficacy toward that new challenge increased over time. Tschannen-Moran
et al. cited Guskey’s (1988) research that teachers exposed to useful and relevant training
would likely experience an increase in efficacy. The more efficacious teachers saw the
new innovation as important, less difficult to implement, and took seriously their student
success with the new method. Guskey also suggested that the implementation of new
innovations could have other implications. Without the proper introduction, training, and
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support, teacher efficacy toward the innovation decreased and the effectiveness of the
new program declined as well. Also, the results indicated that teachers who possessed
high levels of confidence may not have felt the need for a new program and did not
attempt to implement the new practices they learned.
Bandura (1986, 1997) claimed that four sources of self-efficacy information
existed: mastery experiences, physiological and emotional arousal, vicarious experience,
and social persuasion. Bandura stated that these four sources had an effect on the initial
analysis of a teaching task that was presented, as well as the perceived competence of
completing the task.
Mastery experiences were thought to be the most powerful source of efficacy
information (Bandura, 1986). A task successfully achieved in the past substantially
strengthened efficacy beliefs. The mastery experiences were found to be both strong and
weak indicators of competence. Teachers who experienced great success with a particular
lesson were more likely to use the same approach in the future. Teachers who learned
through experiences that a particular delivery method was ineffective tended to scrap that
method and stay with those previously proved to be successful.
Physiological and emotional cues teachers experienced while teaching were
thought to add to their self-perception of teaching capability. Bandura (1996) posited that
positive feelings and relaxation signaled self-assurance and anticipation of future success.
When the heart rate increased, “butterflies” were felt or hands trembled, which could
indicate either a positive or negative experience, depending on past situations. Differing
levels of arousal assisted a person with attention to a task.
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Vicarious experiences have a substantial effect on a teacher’s perception of how
well he/she can perform a task. These experiences, whether seen or heard, can lead to an
opinion on the ability to perform similar tasks. For example, when a student observes a
model teacher performing a lesson, the observer’s perceived competence toward a task
can be affected. Likewise, if a teacher is observed failing at a task, perceptions of efficacy
decrease as the observer begins to feel as though that particular task was impossible to
perform well (Bandura, 1996).
Bandura’s (1982) research suggested that verbal persuasion affected an
individual’s efficacy. For instance, new teachers experience a number of observations
during the initial years of teaching. Depending on the feedback of the observer, selfefficacy is affected. Many times when individuals struggle at tasks and/or experience
difficulty in succeeding, verbal persuasion in the form of a pep talk increases feelings of
competence toward completing a task. These persuasions at times lead to an attempt at
new strategies or, at the very least, to try much harder.
Bandura (1996) noted that the last of the four sources of efficacy were cognitive
processes that determined how the previous sources of efficacy were considered and
ultimately influence personal teaching competence. That which is attended to, thought to
be important, and remembered will influence efficacy beliefs.
The studies reviewed in this section employed quantitative (Skaalvik & Skaalvik,
2007, 2010) and mixed methods (Tschannen-Moran et al. 1998; Bandura, 1986, 1997)
research to define self-efficacy. Skaalvik and Skaalvik (2007) defined self-efficacy as an
individual’s beliefs about what can be achieved through education. Bandura (1986), on
the other hand, defined self-efficacy as one’s judgment of his/her capabilities to organize
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and execute courses of action required to attain goals at the desired levels of completion.
Skaalvik and Skaalvik (2007) utilized the Norway Teacher Self-Efficacy Survey
(NTSES) for a group of teachers and discovered that relationships with parents related
negatively to dimensions of self-efficacy. They also discovered that new reforms on
teaching practices decreased teacher autonomy, which led to decreased self-efficacy. In
Skaalvik and Skaalvik’s 2010 study, they explored relationships of teacher self-efficacy
and burnout, and a strong relationship was found. They indicated that strong relationships
between parents of students allowed for teachers to possess strong self-efficacy beliefs.
The importance of supportive school leadership also was found to be an antecedent to
higher levels of self-efficacy.
Tschannen-Moran et al. (1998) examined past research on self-efficacy and
introduced a new scale to measure this construct. They noted that teachers with a strong
sense of self-efficacy were more likely to implement new initiatives within their building
which had a positive effect on the school’s climate. Higher levels of support and good
preparatory programs were seen as factors related to raising self-efficacy among teachers.
Bandura (1986, 1997) noted four sources of self-efficacy information: mastery
experiences, physiological and emotional arousal, vicarious experience, and social
persuasion. Each impacts the level of self-efficacy achieved by the individual.
Educational Reform and New Initiatives
Tanner (1986) stated that America’s public schools have been on the receiving
end of numerous versions of reform. These reform efforts were referred to as
prescriptions for an ailment. In one era, the prescription was for the schools to do
something not currently occurring. In a succeeding era, the prescription was to undo
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something currently being done as a result of having adopted the earlier prescription.
Schools are perceived as being in a perpetual state of crisis. Tanner likened schools and
their efforts to a pendulum, which has as its purpose that of being in a perfectly balanced
position. The pendulum stops at the midpoint when a clock or other force stops working.
A physics-based definition of a pendulum would compare a swinging pendulum to a
simple harmonic motion. Instead, the changing administration and adoptions of school
reform and counter-reform are anything but harmonic. Tanner speculated that schools’
current directions are similar to a pendulum experiencing great collisions and
misdirections, resulting in great loss of energy for all involved stakeholders.
Dewey (1902) indicated that schools have developed a false approach to reform,
assuming that an advantage for one side must be taken at the expense of the other side.
He noted that society over the years has established a series of false priorities. Tanner
(1986) elaborated on these false priorities, stating that it is unfortunate some subscribe to
the notion that priority must be given to the sciences and mathematics at the expense of
the arts and humanities. In addition, some believe that gifted and talented students must
be served at the expense of others. The idea of serving the disadvantaged at the expense
of the gifted and talented, as well as the importance of achieving discipline at the expense
of freedom, also was considered false priorities. Tanner noted the perception that social
responsibility must wipe out individuality. Last, cognitive learning must precede and
prevail over affective learning.
The establishment of these false priorities was due in large part to the way in
which school administrators were influenced by their superiors. Tanner (1986) also stated
that administrators were subject to enforcing the ideas of their superiors and what was
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deemed important at the time. If administrators adopt unsuccessful reform due to special
interest groups or politicians, then school employees are left to face the consequences
while the imposing parties move on and often do not observe the results of their
recommendations. Tanner wrote that school administrators must be vigilant in protecting
and advancing the best interests of their schools.
Prior to accepting a reform proposal, Tanner (1986) stated that school
administrators, and most importantly staff members, must ask important questions. These
questions included whether the reform proposal had been previously attempted and the
results. He asked the following questions: Are there any indications that other programs
will suffer as a result of implementing the current proposed initiative? Does the proposed
reform coincide with our beliefs of what the organization considers as best practice? Last,
is the staff committed to fully implementing and carrying out the proposed measures?
Tanner stated that a proactive stance and considering these essential questions would
assist in avoiding future obstacles and ensure informed decision making.
Tanner (1986) posited that it was more conducive to success if teachers were
allowed autonomy rather than imposing mandates on their teaching practices. Allowing
for autonomy would assist in avoiding the cyclical nature of initiatives often followed by
an emergency fix of the problems. Tanner believed that the reconstruction of education to
align the curriculum, the learner, and society’s highest and widest social aims would
result in greater working order of the proverbial pendulum.
The field of education often has been viewed as producing unsatisfactory results,
as measured by national and state governments. Numerous paradigms have emerged to
successfully reach reform models in which all parties benefit. One such reform effort
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took shape in March of 1990. The Kentucky General Assembly enacted House Bill 940,
later known as the Kentucky Education Reform Act of 1990 (KERA). This legislation
was signed by Governor Wilkinson and officially put into place in July of 1990
(Kentucky Department of Education, 1995). KERA has received praise and criticism over
the years, but there is no denying that KERA was a reform effort noticed nationwide.
Pankratz and Petrosko (2000) indicated that KERA was the nation’s most comprehensive
and longest-running statewide school reform initiative. Although KERA was a large scale
reform effort, other efforts have been piloted to gauge success over the years. Parents,
teachers, students, and other stakeholders have expressed continued concern for
comprehensive reform and sustained success.
When referring to school reform and the initiatives that followed, many educators
often question the “who” and “why” in regard to the implementation of these initiatives.
Honig (2009) addressed these questions by investigating who in school district central
office bureaucracies affected the implementation of small autonomous initiatives in
schools.
Honig (2009) conducted a 3-year study using qualitative investigations with two
districts that, at the onset of her research, were beginning to implement new initiatives
within their schools. Her research employed comparative case studies that included new
small autonomous school initiatives in the two districts chosen for this study: the Chicago
Public Schools (CPS) and Oakland Unified School District (OUSD). In Chicago, the
Chicago High School Redesign Initiative was taking shape, while, the New Small
Autonomous Schools Initiative was beginning in Oakland. Close to 100 high schools in
Chicago were considered during this study, while 92 schools participated in Oakland.
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Geographically, Honig was closer to Oakland and able to attend numerous board
meetings, as well as conduct a number of face-to-face interviews. Information was
obtained from Chicago via a collection of meeting minutes and press releases on new
developments. Overall, Honig conducted 60 interviews in Oakland, with 45 respondents.
In Chicago, Honig conducted 78 interviews, with 44 respondents. A series of interviews
with Small School Officer (SSO) administrators were conducted from 1 to 7 times. In
order to gather vital stakeholders, Honig used a snowball sampling strategy to select other
central office administrators identified by the small schools staff as frequent or necessary
contacts. Further school-level data were collected through opportunities presented by
other major local and national evaluations of the school initiatives (Kahne, Sporte, de la
Torre, & Easton, 2006; Sporte, Correa, Kahne, & Easton, 2003).
By increasing school autonomy, Honig (2009) discovered that school leaders had
opportunities to focus school programs on student needs and strengths rather than
complying with external demands. Through earlier studies on similar issues, Honig
discovered that other schools that implemented small autonomous initiatives posted
modest improvements in student school experiences and learning (American Institutes for
Research & SRI International, 2003; Sporte et al., 2003). District central office personnel
were found to occasionally appear in the background of such studies due to
implementation curbs and ultimately failed to provide adequate resources (DarlingHammond, Ancess, & Ort, 2002; Raywid, 2002; Raywid, Schmerler, Phillips, & Smith,
2003; Sporte et al., 2003; Wallach & Gallucci, 2004; Wallach & Lear, 2003). Honig
discovered through her 2006 research that central office administrators could work
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between central offices and schools to enable the implementation of initiatives, but often
were more than curbs to slow down the process.
Honig (2009) found that participation in both targeted districts involved forms of
bridging and buffering. Bridging is the process of organizations working together within
the central office setting to communicate expectations and achieve goals. Buffering, on
the other hand, involved avoiding situations that might bring outside scrutiny. Bridging
and buffering activities included those aimed to change central office policies and
practices. Efforts to help schools work within existing central office policies and
practices also were included. Essentially, efforts to initiate changes were met with hurdles
to clear prior to implementation. The findings suggested that many initiatives in the
districts had failed, in part because of the lack of central office participation in
implementation. In both districts, school boards spoke out in favor of providing resources
to assist in launching these initiatives, yet the SSO administrators spent a considerable
amount of time attempting to secure the promised resources. Successful implementation
hinged on the development of better formal policies, as well as the investment in people
within central offices to engage in the new work practices.
Applefield and Wetherill (2005) took a different approach in investigating the
effect of reform on schools. Their qualitative study led them to seek the relationship
between change and school reform. The methods utilized included interviews with
principals and teacher groups. The notes were later analyzed to draw conclusions from
their study.
Applefield and Wetherill (2005) conducted a study as a result of a state reform
initiative implemented in the state of North Carolina. With recent implementation of
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educational reforms across the nation, Applefield and Wetherill sought to discover why
some schools flourished under new reform, while others often failed. Furthermore, the
researchers sought to determine whether the shift in conceptualization of school reform
on a small scale toward more comprehensive reform would lead to better results. Cited in
Applefield and Wetherill’s research, Lambert et al. (1995) noted that teachers should be
voluntary participants, willing to demonstrate commitment by learning what new reform
is needed and why, and, ultimately, possess the necessary professional development and
training to implement such reform. Applefield and Wetherill’s philosophy on school
reform efforts coincided with the point that Lambert et al. was trying to convey to his
readers. The idea of properly preparing teachers prior to implementing new reform was
examined by Applefield and Wetherill.
In order for reform to be successful, the leadership in each school must set the
tone. Rubin (1977) found that administrators successfully implementing and managing
school reform must be able to assess alternative values, goals and objectives. They must
be able to evaluate the adequacy of existing programs. The capability to delegate power
in order to increase organizational strength was important. Mobilizing resources,
promoting staff growth, and ensuring stability were important to implementing and
managing school reform. Last, administrators must be able to initiate and reinitiate
change strategies to achieve success.
Eight North Carolina schools were chosen to participate in the Applefield and
Wetherill (2005) study. Beginning in the first year of the federally funded
Comprehensive School Reform Development program (CSRD), the study sample
included elementary, middle, and high schools. These schools had varying demographics,
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including rural and urban settings, as well as schools from the mountains, Piedmont, and
coastal regions of the state. The size of the districts varied from large to small.
Through a series of on-site visits, data were collected on each of the schools.
During the fall and spring visits, necessary questions from principal and teacher group
interviews were collected. Examples of interview questions utilized by Applefield and
Wetherill (2005) included: How is professional development focused to support the CSR
initiative? How have teachers been involved in decision making regarding the
implementation of this initiative? Surveys also were administered to teachers in each of
the participating schools. Interviewer notes and the taped responses of principals and
teachers were analyzed and categorized into four change states labeled as follows: I.
Premature; II. Hesitant; III. Developing; and IV Established (Applefield & Wetherill,
2005). Each participating school was categorized into one of the four change states by
correlating the data gathered with the observations by the CSR evaluation teams.
Different variables were taken into account prior to presenting the findings of the
study (Applefield & Wetherill, 2005). These variables included the school level
(elementary, middle, high, and an alternative secondary school); school location that
varied from rural to urban settings; and size of district, etc. Other variables included the
student body demographics (race, socio-economic status, etc.).
Three schools were classified in Change State I, one in Change State II, and four
in Change State III. During the Applefield and Wetherill (2005) study, no schools fell
into Change State IV. Schools that fell into the first change state were considered
premature, with an absence of readiness to implement reform. The average student
achievement at each school was quite low in comparison to state and national norms. The
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study revealed that schools categorized in the first change state lacked a vision and/or
minimal understanding of the project or initiative before them, leading to little or no
commitment to change. Conflict was present among staff, and effective leadership was
needed. Teachers were not considered in decision making nor had a voice in decisions
made within their respective buildings.
School B (Change State I) had a history of unusually high principal turnover. The
longest tenure of a principal in the six years previous to this study was less than two
years. Furthermore, only 18 of 85 teachers had been at the school since 1994. Another
noteworthy discovery was the shift in student population, which had changed from 80%
white, suburban, and rural students to 75% urban minority students (Applefield &
Wetherill, 2005).
In School E (Change State I), faculty and parents viewed the school as “out of
control.” The district superintendent placed a new principal in the building to restore
order. School E, along with School G (Change State I), experienced high staff turnover,
which led to a high number of new teachers. This did not allow for veteran teachers to
effectively mentor the younger ones, much less assist in the new reform being
implemented. All schools in the first change state lacked an understanding of the change
effort being attempted. When asked, many of the teachers requested information from the
surveyor because they didn’t understand what was being discussed. At School E, only
23% agreed that they had a thorough understanding of their school’s CSR model, and an
even greater percentage at School G had no real picture as to where their school’s efforts
were headed. Teachers at all of the Change State I schools reported a lack of consistent
leadership and effective communication between administration and staff which was
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attributed to the limited support for the new project. They also indicated that professional
development was irrelevant.
One school, School H, found itself in State II (Hesitant Change State – beginning
readiness). School H was an elementary school with a new principal at the time of the
study who admitted to learning the majority of information about the initiative from the
teachers. Only 25% of the teachers were unsure whether the adopted model was best for
the students, and 77% said they would vote in favor of the school’s reform plan if asked
to vote at that time. One indicator of the emerging cohesion among the staff was that 90%
of teachers said they advocated the direction in which their school was moving
(Applefield & Wetherill, 2005). A high percentage of the staff members agreed with the
approach in leadership implemented by the new principal, which was a deciding factor in
the school’s cautious but effective approach to the new reform.
The last visible change state (III) was found in four schools, three elementary and
one alternative school. In the third state, the researchers found strong evidence of
commitment to change and an understanding of the change effort predicated by the
leadership within the building and the sense of ownership felt by the teachers in the
movement. Professional development was appropriate and included suitable follow-up
support and coaching for the teachers. These four schools had varying demographics. In
the third state entitled Developing Change State III – sustained progress, teachers
possessed an understanding of, a commitment to, and perceived ownership in the change
effort (Applefield & Wetherill, 2005). In these schools, 85-100% of the teachers reported
a very high level of understanding of their reform models and believed their
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administration had provided sufficient clarification and leadership on the topic. In
general, different morale was noted in these schools.
Applefield and Wetherill (2005) concluded that in order for educational leaders to
be effective change agents, it was necessary to provide skillful leadership in preparing a
school for change, which would ensure an adequate organizational readiness for the
initiation phases. The successful schools noted that proper vision, patience, and
determination were attributes of their leaders. Teacher involvement in decision making
proved to be a vital part of the success rates of these schools as well. Overall, a number of
factors contributed to the school’s success, including size of the school, turnover rate of
staff, and skillful leadership. This study revealed that proper leadership, teacher
participation, effective vision, and the implementation process were factors most notable
in reform success.
St. John (1995) investigated parent involvement in school reform efforts. Through
his qualitative research, he sought to discover ways in which parents could positively
impact school reform choices. The study utilized questionnaires and interviews to gain
insight into the effect of parents on reform.
The purpose of St. John’s (1995) research was to study the causes of a lack of
parental involvement in schools, as well as to investigate ways to gain their involvement.
He examined the role of parents in school reform based on a project in Louisiana, the
Louisiana Accelerated Schools Project. The project originated in large part from federal
and state initiatives to reform schools often with an explicit and/or mandated notion of
parental roles. The study was administered in the state of Louisiana to 10 accelerated
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schools. One principal and approximately four to six teachers at each school were
interviewed, with a total of 60 individuals as part of the study.
The interviews and observations used for this study were collected as part of a
longitudinal action-research study using principles of action science (Argyris, 1993;
Argyris, Putnam, & Smith, 1985). The first year involved interviews and observations to
build an understanding of empowerment (Meza, St. John, Allen-Haynes, & Davidson,
1994). During the second year, members of an intervention team conducted interviews
and observations. As feedback was compiled, members of the research and school teams
developed a strategy for providing assistance in the third year of this accelerated school
project (St. John, 1995).
Interviews focused on the extent and nature of parental and community
involvement prior to the accelerated school project, describing their present involvement
and identifying factors that facilitated or inhibited parental involvement (St. John,
1995).The analysis of the interviews considered two primary questions: Were there
discernible patterns in the evolution of the parents’ role in the accelerated schools? What
factors facilitated or inhibited the emergence of viable parent roles?
St. John (1995) described ways to improve parental relationships within schools.
Prior to the Accelerated Schools Project, schools were places where parents were
unwelcome guests. As the program progressed, parents became instruments in school
initiatives. In a few schools, parents became partners in restructuring. The study also
reported that teachers and administrators in 9 out of the 10 schools indicated infrequent
parent involvement in school activities prior to the onset of the project. The most
prevalent reason was found to be the unwelcome attitude present in many of these
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institutions. The interviewees reported parental presence only during discipline related
issues and when food was given away. A number of negative attitudes toward parents
were present relative to housewives or due to racial issues. Many of the participants noted
that Caucasian parents were welcomed and treated with greater respect, as opposed to the
lack of regard for African-American parents who often were ignored. The researchers
attributed the lack of involvement to the negative experiences of the parents when in the
school.
With the presence of the Accelerated Schools Project, one school organized a
cadre to continue the work on parent involvement. Although considerable attention was
required, the cadre eventually proved to be successful in involving parents in many facets
of the educational process (St. John, 1995). Four factors helped to change the lack of
involvement of parents. First and foremost, a welcoming attitude toward all parents
involved understanding what distanced teachers from parents. The principal led by
example in adopting a more caring attitude and was open to parent ideas or enthusiasm.
Second, more opportunities were created for parent involvement when teachers and
principals realized that parents could help to achieve their goals. Third, teachers and
principals in schools that initially loathed the idea of parental input began to listen to
parent concerns and found ways of jointly arriving at conclusions for the betterment of
the students and their relationships. Last, the researchers found that a change in the
school’s curricular and instructional processes was necessary to create an environment
that encouraged and fostered a genuine partnership with parents. They discovered that a
systematic change, such as the cadres, was most helpful in facilitating parental
involvement.
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St. John (1995) addressed an issue faced by many schools around the country.
Parental involvement had become a double-edged issue in many cases. Educators yearned
for the involvement of parents, but at what cost? How much is too much? How much is
too little? This study emphasized a uniform answer did not exist. The involvement was
needed but varied from school to school, with the leadership of a school serving as the
catalyst for such a movement. If a leader did not communicate the importance of such
involvement, the initiative was sure to be an epic failure. Creativity in establishing such
relationships was found to be fruitful in many of the schools featured in this study. Of
greatest importance was a welcoming and accepting attitude.
Brown (1994) conducted a study of the opinions of a group of teachers on the
progress of Chicago school reform. The purpose of the study was to uncover teacher
attitudes toward reform and their involvement in the reform process. Interviews and
questionnaires were utilized to gain insight on teacher opinions. A population of 19
Chicago teachers from one public elementary and one public high school was included in
this study. Respondents were required to give a positive or negative rating on a scale of
one to five. Approximately one-third of the respondents consistently chose three, which
was considered neutral. A solid majority of the responses to a Catalyst survey were
positive or neutral; relatively few fell into the negative categories (Downey, Grover, &
Ramos 1990). When asked about the most notable changes in curriculum and instruction
at their schools since 1989, a number of respondents indicated nothing had changed.
Others wrote about the development of new programs. Approximately half of the
participants agreed that their schools had a professional development program that
promoted teacher growth. However, the inability to obtain sufficient funding was ranked

57

as the top obstacle to reform, with the remaining 21 roadblocks listed as definite or
serious problems. Respondents consistently ranked reduced class sizes, more preparation
time for teachers, and more parental support as the three most important factors in the
improvement of education.
Brown (1994) reported that the Illinois State Legislature passed the Chicago
School Reform Act in 1988. The purpose of this reform was to provide local schools with
significant decision-making authority. The new reform shifted control from the
traditional bureaucratic system to a three-way division of power through parent
dominated local school councils, increased principal responsibility and accountability,
and increased teacher participation in decision making.
The research utilized an instrument developed for the study entitled Teachers
Reform Opinionnaire. The instrument consisted of 54 items on opinions in the following
categories: general knowledge of local school governance, effect of school reform on
educational improvements, obstacles to educational improvement under school reform,
and general impact of school reform on the schools. The participants were asked to
answer questions with one of the following options: yes, no, or don’t know. Obstacles to
educational improvement under school reform were ranked from 1 (most important) to 15
(least important). Finally, subjects were asked to supply comments to three open-ended
questions. The final questions covered the general impact of school reform on their
schools. Brown (1994) noted that 38% of the teachers agreed that school reform was
succeeding as a whole. However, most teachers (68%) indicated that principals were less
effective under reform, and 63% said reform had politicized the school.
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Brown (1994) discovered that the most frequently answered question was, “What
is (are) the weaknesses of school reform?” Typical responses were: rules keep changing
and rules to help learning were not enforced; too much bureaucracy; and most were
concerned with meeting goals, criteria, and due dates rather than the real problems, such
as smaller classes, better use of money, etc. An additional open-ended question asked,
“What changes would you make to improve school reform?” Answers varied, but most
indicated that providing parents with knowledge of what happens in the classroom, a
need to restructuring the learning committees to include more teachers, and more
preparation time for teachers were necessary changes.
Overall, findings of the Brown (1994) study supported the research hypothesis
and earlier research conducted on the topic. Teachers supported reform, dependent upon
individual experiences in individual schools. The vast majority of teachers agreed that
they needed to take a more active role in the reform process. The most significant
findings indicated that teacher input and participation in decision making was vital, for
positive or long-lasting effects on the Chicago public schools, or schools in general.
Cheng (2009) took a more comprehensive approach to the reform debate by
investigating the adverse effect of educational reform in Hong Kong on teachers. He
examined educational reform trends that have taken place in the southern portion of
China. Through interviews and observation of an unspecified number of participants and
site visits in schools across the southern pacific region, Cheng gathered data and opinions
on the effects of reform syndrome. Reform syndrome was described as the over
abundance of reform efforts in a short time frame.
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Cheng (2009) analyzed the reform syndrome, bottleneck effects and their impact
on teachers, and education in the last 10 years. He highlighted the direction of new
developments. The bottleneck effect in educational reform occurred when new initiatives
became additional burdens on teachers. The initiatives jam or block the implementation
of necessary reform efforts due to the high workload, coupled with large class sizes and
excessive prep duties.
Globalization, high technology, economic transformation, and international
competition have fueled educational reform across many countries in the Asia-Pacific
Region of the world (Cheng, 2005). In the last 10 years, groups such as the Education and
Manpower Bureau have implemented numerous initiatives to change nearly every key
aspect of the school system (Cheng, 2009). These changes included curriculum
organization, administrative structure, school governance, technology in the classroom,
and teaching practices. As a result, Hong Kong has experienced two waves of
educational reform in the last two decades (Cheng, 2005; Cheng & Tam, 2007).
Hong Kong experienced its first wave of educational reform through the
Education Commission Reports, Numbers 1 through 6 (Education Commission, 1996).
During this period, educational reform covered the following areas: language teaching
and learning, teacher quality, private sector school improvement, curriculum
development, teaching and learning conditions, and special education. The second wave
focused efforts toward ensuring the quality and accountability of schools to the internal
and external stakeholders. These reform efforts emphasized quality assurance, school
monitoring and review, parental choice, student coupons, marketization, school
competitions, school-based management, parental and community involvement in
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governance, school charter, and performance-based funding (Mukhopadhyay, 2001; Mok
et al., 2003; Cheng & Townsend, 2000; Mohandas, Meng, & Keeves, 2003; Pang et al.,
2003). Cheng (2009) noted that, over the past decade, initiatives have focused on areas of
school-based management and change in school governance, curriculum change, changes
in senior secondary education and higher education, medium of instruction and allocation
of school places, school self-evaluation and external school review, information
technology in education, quality education fund, and teacher education and principal
training.
The study found evidence of negative impacts on the education system,
specifically on teachers. The reform syndrome that Hong Kong experienced was
illustrated by a bottleneck effect claiming that new educational initiatives became
additional burdens and limitations on teachers and schools (Cheng, 2004). These reform
efforts began to jam or block the bottleneck, which resulted in more pressure on schools
and teachers. Hong Kong teachers had nearly doubled their teaching load and handled 2030% more students than those in Beijing, Shanghai, and Taipei (Ng & Koa, 2003). The
reform efforts required that teachers rid themselves of supplies, books, methods,
curriculum, and styles that had been used in the past to focus solely on new initiatives.
These challenges eventually proved to be beyond teachers’ capabilities, resulting in high
mood disorders and suicide tendency, resignations, and high workloads (Cheng, 2009).
Margolis and Nagel (2006) investigated the stress that reform efforts had on
educators. They researched educational reform and the role of administrators in
mediating teacher stress through the utilization of questionnaires and case studies. The
Margolis and Nagel study was a replication of a design borrowed from the van Manen
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(1990) framework for the study of lived experiences within educational contexts. The
overall goal of the study was to develop a better understanding of what teachers
experience during educational change. The study considered teacher responses to change
and how change was connected to their experiences, as well as how the understanding of
these experiences by school administration could further or hinder a school reform effort
(Margolis & Nagel, 2006).The research also drew from social psychology to better
understand the complicated and contradictory emotions of teachers who experienced
social changes such as reform and how those changes drain vitality (Marris, 1986).
The study by Margolis and Nagel’s (2006) was conducted at a publicly funded
county charter school of sixth and seventh graders in the urban midwest. The duration of
the study was a full year. The College Prep Academy consisted of a population of
approximately 220 students who were predominantly African-American (99%). The 15
participants in the study included 12 teachers and 3 administrators. Of the 12 teachers, 10
were female, 2 were male, 7 were Caucasian, 2 were African-American, 2 were Latino,
and one was Asian-Canadian. Of the three administrators, one was a Caucasian male, one
a Caucasian female, and one an African-American female. All data collected were
recorded via audio-taped interviews along with necessary paperwork documentation
(Margolis & Nagel, 2006).
At least three formal interviews were conducted with group participants and with
non-participating teachers/staff (Margolis & Nagel, 2006). Descriptive field notes were
captured during the interviews, notes were recorded from informal observations of
participant classrooms and meetings, and teacher artifacts were collected. The in-depth
investigation took place at one site, which was viewed as an instrumental case study.
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Margolis and Nagel (2006) found several primary themes from the data analysis:
cumulative stress, the pace of change, relationships, and the administration. First, stress
was found to increase as teachers’ physical and mental exhaustion increased. The
combination of physical and mental exhaustion negatively affected job performance and
satisfaction. Second, physical exhaustion increased in relation to the scope and pace of
change and the extent to which teachers perceived the changes. Third, relationships were
the most powerful mediator of teacher stress. The teachers were most resilient when they
felt valued and appreciated and trusted that school leadership had their long-term
personal best interests in mind. Finally, the study reaffirmed the power of the principal in
shaping the environment and structures that either enhance or debilitate teacher work.
The major findings that emerged from the Margolis and Nagel (2006) study were
that a complex interactive relationship existed between structures in schools and the lived
experiences of teachers in the schools. Teacher vitality was an important dimension of
teacher lived experiences and the viability of school reforms. Last, the idea of teacher
role embodiment impacted teacher satisfaction and feelings of self-worth and also was
found to better predict the feasibility of implementing reform efforts within schools. The
study concluded that even the most well-funded and well-researched reform effort failed
without teacher buy-in that began with the administration.
The studies in this section utilized predominately qualitative research (Margolis &
Nagel, 2006; Cheng, 2009; Brown, 1994; St. John, 1995; Applefield & Wetherill, 2005;
Honig, 2009). Honig discovered that central office bureaucracies often hindered the
proper implementation of successful initiatives in schools. Applefield and Wetherill
investigated the success of schools that implemented initiatives according to the change
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state currently experienced. Skillful leadership was found to be necessary to ensure
adequate organizational readiness for successful implementation of change. St. John
illustrated the importance of stakeholders, such as parents. Brown discovered that
teachers in Chicago felt similar to others represented in the aforementioned research
relative to teacher involvement in successful reform efforts. Cheng argued that the
burden of initiatives endured by teachers created a bottleneck effect, which made it
impossible to focus effectively on a successful reform effort. Finally, Margolis and Nagel
found similar results in participant responses that teachers must be included in the
decision-making process for successful implementation of reform.
Retention Among Educators
The retention of quality teachers from year to year has proven to be a challenge
for school administrators. Teachers often find themselves fighting the intrinsic battles of
weighing the pros and cons of continuing in the profession. Teachers often leave due to
low wages or to seek more lucrative opportunities. Some find themselves overwhelmed
with extra work for which their teacher education programs had not prepared them.
Finally, some teachers are lured into more enticing positions in other professions due to a
lack of advancement opportunities.
Keigher (2010) conducted research on recent teacher attrition rates within
America’s schools. The Teacher Follow-up Survey (TFS) was utilized with the overall
purpose of gaining information on K-12 teacher mobility and attrition in all 50 states and
the District of Columbia. The TFS examined trends and other reasons teachers changed
positions or left the profession.
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Keigher (2010) has conducted this study eight times, with the most recent being at
the completion of the 2007-2008 school year. The data collected was based on a sample
of teachers. The latest data collected from the TFS revealed significant attrition of
teachers. In the 2007-2008 school year, 3,380,300 public school teachers were employed
in the United States. Among those, 270,424 left the profession at the conclusion of the
school year. Keigher referred to these individuals as “leavers.” Of the teachers who left at
the conclusion of the 2007-2008 school year, 40.8% reported that their new professions
provided greater learning and advancement opportunities. Keigher further illustrated the
current attrition rates when describing new teachers and their habits. Among teachers
with 1 to 3 years of experience, 20.6% left the field after the 2007-2008 school year.
Specific reasons were not noted in this research.
Huang and Weisbaum (2001) investigated a Science and Math education program
and its role in attrition rates in a particular school district. Using qualitative research
methods such as interviews and surveys, Hung and Weisbaum gained greater insight into
reasons why teachers left the profession by conducting interviews via mail and face-toface. The primary purpose of this study was to estimate the percentage of IISME
participants that maintained their positions after attending the IISME workshops. The
research shed light on causes of attrition. Teacher retention and reasons for leaving the
field are important considerations when discussing other topics, such as teacher burnout
and perceived self-efficacy. These variables are intertwined to the point that
simultaneously considering all of them is paramount.
The Industry Initiatives for Science and Math Education (IISME) organization
focused its efforts on furthering Science and Math education in public schools. Since its
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beginning in 1985 through the summer of 2000, IISME provided 1,320 Summer
Fellowships to educators in high school science, mathematics, and technology. Many of
these educators participated for a number of years. The program has been praised for the
benefits of these Fellowships that have helped to increase professional self-esteem and a
better understanding of how mathematics, science, and technology are used in industry
applications (Huang & Weisbaum, 2001). The participants gained experience in some of
the most cutting-edge practices available. The exposure of high profile companies, as
well as high profile presenters, has led to a number of participants considering and
leaving the field of education to pursue what they considered to be more high profile
opportunities. Through the summer programs, educators have been able to develop
contacts that frequently led to more lucrative positions outside the field of education. This
recent phenomenon has caused concern for the IISME organizers. Due to this trend,
certain companies and school districts that supported the IISME program have become
reluctant to continue their commitment due to the attrition that has followed.
Surveys were sent to 734 teachers who had participated in the IISME Summer
Fellowship Program since its inception in 1985. Due to a lack of promptly returned
surveys, another 100 randomly selected individuals from the non-response pool were sent
surveys in hopes of completion. The initial return was 58%. Due to the distribution of
two sets of mailings, the findings were in the form of weighted averages of the two
percentages. Other participants were contacted for on-site interviews.
After gathering the surveys and calculating the results, Huang & Weisbaum
(2001) estimated the percentage of the full population of IISME Fellows continuing in
the profession as 83.4%, with a standard error of 2.2%. Nearly 20% of the respondents
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had held positions as computer or technical specialists, a third (31.6%) had been
department chairpersons, and a comparable number had been staff developers or
curriculum specialists. From the numbers displayed, many of the participants still worked
in the field of education, but their opportunities increased after their IISME experience.
The national and state reports during the time of this study indicated that 30% of
the teaching force left within the first three years of entering the profession (DarlingHammond, 2000), and nearly 50% left in the first five to seven years (Fetler, 1997). The
research conducted by IISME revealed that their teachers were not leaving at greater rates
than their colleagues with the same years of experience. Although the participating
teachers observed new career possibilities, the rigorous and relevant professional
development they received in the IISME program encouraged their intrinsic drive to
continue teaching and/or share with colleagues what they had gained from such an
experience. Overall, the program’s retention rate among teachers was above the national
average.
From 1998-2000, a higher amount of attrition was found in the field of education
than in other fields. Huang and Weisbaum (2001) attributed this finding to the location
and exposure of the program (Silicon Valley) during the “dot-com boom.” Those teachers
saw firsthand the possibilities of what they were learning and their application in their
lives that would result in a more lucrative career with less stress. The teachers that left the
field followed other ventures, such as other jobs in industry (31%), retirement (22%),
unemployment (12%), furthering their education (10%), self-employment (10%),
positions in medicine or religion (7%), or those who did not report their new professions
(7%). However, the researchers found that the 93% of the Fellows still in education were
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classroom teachers in the past five years. Nearly half (43%) have also held leadership
positions in their school district as either department chairpersons or administrators. Onethird (35%) were in positions focused on professional development or curriculum
development, and nearly 20% have served as computer or technical specialists at their
school or district (Huang & Weisbaum, 2001).
The study sought to determine the effect of the IISME Fellowship experience on a
teacher’s career path and the effect of summer experience on a teacher’s professional
goals, perspectives, and classroom practice (Huang and Weisbaum, 2001). The results
demonstrated to sponsors and other parties concerned with the perceived trend of teacher
attrition that the program did not entice teachers to leave. Science teachers found the
program to provide more relevant professional development than that of their colleagues
in other areas. Although the IISME team found no evidence that their program was
contributing to the attrition rate among teachers, they developed a number of plans to
slow down the trend and ways in which they could provide support. Approximately onethird of the IISME teachers said they were encouraged to stay in teaching and were
offered professional support network. The majority of the IISME Fellows ranked the
summer program among the top 10% of their professional development experiences.
Brown and Wynn (2009) studied the problem of teacher attrition in greater depth
by investigating the role of the principal in successfully retaining teachers. Their research
employed a qualitative design using inquiry in the form of semi-structured interviews to
gain insight into the issue.
High teacher turnover rates are not a new phenomenon. Nearly one-third of new
teachers leave the field within three years. Approximately one-half depart after five years
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(Darling-Hammond & Sykes, 2003). These departures and the growing rate of attrition
were due to a number of factors. The Brown and Wynn (2009) study was conducted to
better understand the leadership styles of principals in schools with low attrition and
transfer rates. Principals revealed the tactics used to retain, and most importantly support,
the teachers within their buildings.
Brown and Wynn (2009) found teacher quality to be the most important schoolrelated factor that affected student learning (Leithwood, Seashore-Louis, Anderson, &
Wahlstrom, 2004; Rowan, Correnti, & Miller, 2002). Student success depends upon
quality instruction but cannot flourish with the continuing rise in teacher attrition. All
administrators strive to lead their school to success through recruiting and retaining
quality teachers. Research indicated that schools with high proportions of minority, lowincome, and low-performing students tended to have higher attrition rates. Schools with
reversed demographics experienced lower attrition rates. In addition to large class sizes
being associated with high attrition rates, another factor that added to the problem was a
lack of support from colleagues and administrators (Carroll, Reichardt, & Guarino, 2000;
Simmons & Ebbs, 2001).
The cost of teacher attrition goes beyond the training costs and recruitment
required for new teachers. The intangibles, such as sustaining learning communities and
student success, were the actual losses. The age-old reason that some educators leave the
profession is due to pay. Many teachers feel unfulfilled in their current position due to
pay; lack of challenging assignments; little common planning time; and lack of support
from parents, colleagues, and administrators. In a recent study by Johnson and Birkeland
(2003), 22% of teachers who left felt they had not received adequate support or resources
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to successfully perform. These teachers left their low income schools for wealthier ones
or found themselves in a different field altogether.
Working conditions, such as teacher autonomy, class size, and a collegial
atmosphere, were some of the main factors that led to success in retaining quality
teachers. Furthermore, a teacher’s decision to stay at a school largely depended upon the
principal and his/her leadership (Southeast Center for Teacher Quality, 2004; Weiss,
1999).
Brown and Wynn (2009) illustrated some of the issues with teacher attrition in a
study conducted using semi-structured interviews with 12 principals. The interview
questions were exploratory and queried background information; leadership
style/characteristics; school climate and culture; role of the principal in recruiting,
retaining, and mentoring teachers; and specific teacher support systems. The study
involved a small urban district in a southeastern state serving 32,000 students in 45
schools. The data were analyzed through constant comparative analysis and coding as
themes emerged. Triangulation of interview data, the presentation of verbatim quotes,
audit traits, and member checks were used to help ensure validity. This particular district
had a high teacher turnover rate, which was the reason for choosing it. From 2000-2004,
42% of teachers in their first, second, or third year of teaching left the school system.
This led to a high percentage of new teachers in positions across the district.
Brown and Wynn (2009) discovered a trend in the way in which successful
principals retained teachers in their buildings. First, these principals noted the need for a
teacher to be the right “fit” for their building. One principal even noted the “gut feeling”
that came with the right hire. He added that not all competent teachers would be a good
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fit for a school. Once a teacher was chosen, these principals realized that, in order to
retain a good teacher, fostering a nurturing bond and welcoming teachers’ ideas and
leadership to the school were vital. Second, the new hire must have the students’ best
interests at heart. Education is about the success of young people. If the teacher was in
the business for the wrong reasons, the principal would not want them in their building
(Brown & Wynn, 2009).
Another emerging theme from the interviews was the idea of an umbrella of
support over the teachers (Brown & Wynn, 2009). All principals interviewed mentioned
that their main responsibility was to support their teachers. This involved easing new
teachers’ fears and stress about the initial overwhelming nature of the position, as well as
providing all the necessary tools to make their jobs easier. If a teacher needed something,
the successful principals noted that they employed the “ask and ye shall receive”
mentality. Creative budgeting and financing helped make it possible to provide essentials
to these teachers. One of the most important factors in retaining teachers was the “gumby
philosophy.” Along with the ability to bend and twist among the numerous personalities
and needs within the building, the principal constantly attempted to build relationships.
Brown and Wynn noted that the successful principals realized the need to be visible
leaders open to all stakeholders, as well as facilitating, collaborating, empowering, and
ultimately serving as a “leader of leaders.”
The 12 successful principals in Brown and Wynn’s (2009) study emphasized the
importance of working collaboratively with others to reach shared goals, to expand
teacher capacity, and to support. Attentiveness to all of these factors helped retain
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teachers. They did not have all of the answers and were always open to suggestions and
new ideas.
The studies reviewed in this section employed quantitative (Keigher, 2010) and
qualitative (Brown & Wynn, 2009; Huang & Weisbaum, 2001) research methods to
address the issues related to teacher retention. Keigher provided data on recent teacher
attrition trends of public school teachers within the United States. The representative
samples indicated that many teachers left the field of education after their first three
years. These percentages were indicative of unhappy educators who sought new
employment due to the demands encountered when teaching. Huang and Weisbaum
investigated how science and math professional development opportunities contributed to
attrition rates in a particular school district. Through cutting-edge training and
networking in the field of science and math, some educators discovered more lucrative
opportunities for employment, many of which provided less stressful working conditions.
Ultimately, the professional development training was not seen as a significant threat of
future teacher attrition and helped to plan programs to retain the participants in the
teaching field. Brown and Wynn investigated the role a principal played in successfully
retaining teachers. The study provided insight into the leadership styles of principals with
low rates of attrition. These traits were deemed desirable and contributors to retaining
teachers in the classroom.
Summary
The literature on burnout, self-efficacy, school reform, and teacher retention is
abundant. This researcher focused primarily on burnout and self-efficacy for this study,
although school reform and teacher retention were important supplemental topics that
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complimented these constructs. The literature on burnout provided greater insight into the
issue of burnout. Maslach (1982) viewed burnout as the point at which an individual
developed a gradual loss of care for those with whom they worked. The causes of teacher
burnout have been due to the following various factors: excessive work, lack of
administrative and parental support, inadequate salaries, student disciplinary problems,
lack of student interest, overcrowded classrooms, difficulty in advancement, lack of
support team and equipment, unwanted transfers to other schools, conflict in job
perceptions, and public criticism of teachers (Farber, 1984; Russell et al., 1987).
Sarros and Sarros (1992) explored teacher burnout and social support in greater
detail. They discovered that a higher level of principal support was associated with a
higher sense of personal accomplishment. They also found that younger teachers reported
higher levels of burnout due to the lack of advice and information they received about the
duties of their new position. Friesen and Sarros (1989) partnered to assess the extent to
which burnout was most closely associated with work stress. The study revealed that
overall work stress was the major predictor of emotional exhaustion for teachers and
administrators. The heavy workloads were noted as a significant predictor of burnout.
Sarros and Friesen also noted that educators’ self-efficacy toward their position
diminished over time due to the rising number of requirements and lack of support to
implement new mandates.
Seidman and Zager (1986) attempted to create an improved instrument to measure
teacher burnout. They believed that burnout could be defined as a negative pattern of
response to stressful situations that accompany teaching. Student misconduct, perceived
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role conflict, and role ambiguity were identified as contributors to increased teacher
stress and lower morale.
Timms, Graham, and Cottrell (2007) investigated the effect of workload on
Australian teachers’ abilities to teach. They observed that school reforms often
overlapped, leaving little time for teachers to adapt to the new change. This factor
ultimately led to negative ramifications for the teachers’ lives, such as the negative
impact of increasing workloads on the teachers’ health. Timms, Graham, and Cottrell
(2007) found that the teachers in their study indicated high workloads as the major source
of dissatisfaction with the work environment. The mandates they were being asked to
implement were prohibiting teaching and had a negative impact on their personal lives.
Weisberg and Sagie (1999) examined the relationship between Israeli teacher
burnout and their intentions to leave their current teaching positions for jobs outside the
field of education. They discovered that the main reason for teacher attrition was the
physical exhaustion they experienced. The quantitative research of Burke and Greenglass
(1988) explored the impact of gender on burnout levels. Many of the previously
mentioned factors, such as physical exhaustion and depersonalization, were found to be
factors of burnout in all participants. The main contributors of burnout for men were
doubts about competence and student problems. Overall, women were significantly more
satisfied with their jobs.
Hock (1988) investigated causes of professional burnout among public school
teachers in a large metropolitan school district. Five causes were discovered: feelings of
being trapped in the profession, classroom discipline difficulties, isolation from peers and
colleagues, lack of support for professional problems, and lack of support for personal
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problems. He also noted that teachers indicated five reasons for their stress and
dissatisfaction: increased paperwork, public image of teachers, low salary, no
participation in decisions about job, and classroom discipline difficulties.
Whitaker (1996) investigated reasons for administrator burnout through a
qualitative study. Principals indicated emotional exhaustion was a significant problem
with their positions. They cited issues with teachers and students, parental concerns,
constant interruptions, high frequency of meetings, increased paperwork, budget cuts,
loss of autonomy, site-based decision sharing, insufficient recognition, and being unable
to keep up with demands. The participants believed that mentoring programs would assist
in avoiding burnout in their positions.
Self-efficacy was defined as individuals’ judgments of their ability to organize
and execute courses of action required to attain designated types of performance
(Bandura, 1986). Self-efficacy was shown to include an individual’s perceptions of selfworth and contributions to the field in which they work. Skaalvik and Skaalvik (2007)
conducted a quantitative research study to distinguish the types of self-efficacy and their
causes. Strong correlations between teacher self-efficacy and teacher burnout emerged.
Skaalvik and Skaalvik (2010) further discovered that job satisfaction was positively
related to teacher self-efficacy and negatively related to the dimensions of teacher
burnout. The most prevalent factors that contributed to teacher self-efficacy were found
to be conflicts with parents and the requirement that they use methods they believed were
not best practices for student learning. The participants indicated that new reform efforts
were decreasing teacher autonomy, which played a significant role in teacher job
satisfaction. The research found a close relationship between burnout and self-efficacy,
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and both could be preserved if teachers were able to build positive relationships with
parents and be provided with adequate support from leadership.
Tschannen-Moran et al. (1998) examined previous research on causes of selfefficacy, while providing new insights discovered through their research. Teachers with a
strong sense of efficacy were shown to be more willing to introduce new initiatives,
which had a great impact on school climate. Tschannen-Moran et al. also explored
efficacy beliefs of novice and experienced teachers. They discovered that novice teachers
with high levels of self-efficacy have been afforded better preparatory programs. They
also experienced more difficulty in assessing self-efficacy levels of experienced teachers.
Teachers who experienced proper introductions and adequate training/support were found
to possess greater efficacy toward new innovations. Bandura (1986) claimed that the four
sources of self-efficacy were mastery experiences, physiological and emotional cues,
vicarious experiences, and verbal persuasion.
As the literature review began to shift focus toward educational reform, Tanner
(1986) indicated that America’s public schools have been on the receiving end of
numerous prescriptions for school reform success over the years. In his research, Tanner
noted Dewey’s (1902) discussion that schools have developed a false approach on ways
to implement school reform. He believed that false priorities had been established, and
certain parties were short changed due to misconstrued school priorities. Tanner (1986)
stressed the importance of teacher autonomy rather than imposed mandates.
Honig (2009) conducted a longitudinal study to determine the effect of district
central office bureaucracies on the implementation of small autonomous initiatives in
schools. He discovered that increased school autonomy provided school leaders with the
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opportunity to meet the needs of the school rather than complying with external reform
demands. Honig noted the failure of many initiatives due to the lack of central office
participation in implementation. He found that successful implementation of any
initiative required improved formal policies and more engaged support.
The Applefield and Wetherill (2005) qualitative study attempted to determine
how change related to school reform and why some schools flourished under new reform,
while others failed. They noted that teachers should be voluntary participants in change.
Proper professional development for teachers as well as the reason for adopting such
change efforts, were found to be important factors. The participating schools in this study
were categorized into change states. The unsuccessful schools had little or no
commitment to change and reported a lack of professional development, inconsistent
leadership, ineffective communication from the administration, and little buy-in from
teachers. The successful schools illustrated a commitment to change. They attributed
their success to appropriate professional development, suitable follow-up support, and
sufficient communication from administrators.
St. John (1995) investigated parent involvement in school reform efforts and
discovered that parents were often considered unwelcome guests in these reform
discussions. Caucasian parent opinions were more welcomed. The lack of parental
involvement was largely attributed to parents’ own negative experiences while in school.
Brown (1994) studied school reform in the Chicago public school system and
asked teachers for their input on the progress of recent school reform. Approximately half
of the participants agreed that their schools provided professional development that
promoted teacher growth. Sufficient funding was viewed as the biggest obstacle to
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successful reform. Teachers supported relevant reform and noted that they should take a
more active role in the reform process. The results of the study found that teacher input
and participation in decision making was critical for reform to have a lasting effect on the
Chicago school system.
Cheng (2009) also investigated school reform in a large city, focusing on the
adverse effects of educational reform on teachers in Hong Kong. He defined reform
syndrome as teachers experiencing an over abundance of reform efforts in a short time
frame. Cheng also noted that the two main waves of educational reform that had occurred
over the past two decades had led to a bottleneck effect. The large number of reform
efforts in Hong Kong proved to be more than the teachers could handle. High mood
disorders and suicidal tendencies were found. The school system also experienced high
resignation numbers due to the increased workloads.
Margolis and Nagel (2006) conducted a study on the stress reform on educators.
Stress was found to increase in proportion to teachers’ physical and mental exhaustion.
Job performance and satisfaction were negatively affected when these two constructs
were combined. Relationships were found to be the most powerful mediator of teacher
stress. The study reaffirmed the power of the principal in shaping the environment and
having a positive or negative impact on teacher success. Teacher buy-in and support from
administrators emerged as the leading factors in successful reform efforts.
The retention of high quality teachers was considered one of the more important
factors in sustaining student success. The quantitative study conducted by Keigher (2010)
for the Department of Education sought to determine recent teacher attrition rates within
America’s schools. During the 2007-2008 school years, a large number of public school
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teachers left the field of education. These individuals attributed their exit to greater
learning and advancement opportunities in other fields. Teachers with one to three years
of experience saw the greatest attrition (20.6%) (2010).
Huang and Weisbaum (2001) attempted to determine the reason teachers left the
field of education. They were interested in whether teachers’ participation in the
workshop conducted by the Industry Initiatives for Science and Math Education (IISME)
was the main reason they left their current positions. The research found that those
teachers were not leaving at greater rates than similar colleagues who did not attend the
workshop.
Brown and Wynn (2009) investigated the role of principal in retaining teachers.
The study was conducted to better understand the leadership styles/traits that led to lower
attrition and transfer rates of teachers. Brown and Wynn discovered a trend to successful
principals’ actions to retain teachers. Principal attention to a number of factors was
shown to assist in retaining teachers.
The literature reviewed in this section provides insight into the many constructs
that are relevant to this study. This chapter not only explored the two primary constructs
of burnout and self-efficacy, but it also explored topics such as teacher retention and
school reform efforts. All of these areas were relevant to the research conducted for this
study. The literature provided an in-depth background that allowed for a better
understanding of the areas that were explored. The purpose of this study is to determine
whether the number of school reform initiatives teachers experience has an impact on
measured levels of burnout and self-efficacy.
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CHAPTER III: METHODOLOGY
Introduction
Over the past 30 years, many researchers have sought to discover the causes of
burnout, as well as decreased self-efficacy among teachers. In seeking answers, these
studies have covered areas ranging from work conditions, student behavior, and their
home life. Teacher burnout was thought to have been caused by various factors:
excessive workloads, lack of administrative and parental support, inadequate salaries,
disciplinary problems, lack of student interest, overcrowded classrooms, difficulty in
advancement, lack of support team and equipment, unwanted transfers to other schools,
conflict in job perceptions, and public criticism of teachers (Farber, 1984; Russell, et al.,
1987). Many prominent researchers in the areas of burnout and self-efficacy have created
their own survey instruments to discover the underlying reasons teachers experienced
these conditions. Studies have been conducted using both qualitative and quantitative
methods. These studies have been useful to the field of education, but a void still exists in
the research. Few studies have been conducted to determine the role educational reform
initiatives play in teacher burnout and perceptions of self-efficacy. The purpose of this
study was to discover how school reform initiatives impact the aforementioned areas.
This chapter will include the following: a description of variables, research design,
ethical issues, the population from which the sample was taken, the instrument to be
used, validity and reliability, the procedure in which the data was collected, and an
overall summary.
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Population and Sample
The population consisted of teachers from public schools in the south central
region of Kentucky. More specifically, this study included teachers from K-12 public
schools in the Green River Regional Educational Cooperative (GRREC) service area.
GRREC serves 35 school districts covering 26 counties, most of which are primarily
located in South Central Kentucky. Furthermore, GRREC serves 35 out of the 174 public
school districts in Kentucky. Of the 1,221 schools in the state, GRREC serves and
supports 236 of them. Excluded from the study were dependent districts of Ft. Knox and
Ft. Campbell, alternative schools, and the Kentucky School for the Deaf and Kentucky
School for the Blind. Of the 44,023 Kentucky teachers, GRREC serves 9,072 of them.
Last, GRREC serves 112,772 of the 644,963 students who attend Kentucky’s public
schools (Kentucky Department of Education, 2011a). With this researcher’s close
geographic proximity to the south central region, surveying the public school teachers
from the GRREC area was a logical decision.
According to student enrollment figures and guidance from the dissertation
committee chair, six districts were chosen from the GRREC region to participate in this
study. These six representative districts were categorized as large, medium, and small
according to their student enrollment. The two larger districts had student enrollments of
13,568 and 11,024. The two medium sized districts had student enrollments of 4,694 and
4,299. The smaller districts had student enrollments of 2,322 and 2,082. Among the six,
2,478 teachers were employed at last count (Kentucky Department of Education, 2011b).
Teachers within the GRREC region were selected due to the large number of
possible participants. The large sample size increased power of the statistical results as
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well. The teachers in this region often experience similar school improvement initiatives
due to the close networking relationship of the superintendents. The information gleaned
from this study will be a great asset, not only to educational leaders across the state but,
specifically, those in this region.
Research Design
This exploratory research will be conducted using a correlation design intended to
describe the statistical relationship between two or more variables. Specifically, three
variables will be involved: the number of school initiatives teachers experience, burnout,
and self-efficacy. Further investigations will be conducted in a qualitative manner to
determine types of initiatives indicated by participants. Frequently mentioned initiatives
will also be noted.
Description of Variables
The demographic data is expected to provide variables omitted in other research.
The dependent variables were established by Seidman and Zager’s (1986) research on
burnout and Bandura’s (2006) research on self-efficacy.
Independent Variables
The independent variables include (a) years of teaching experience, (b) grade
level currently taught by the participant, and (c) number of school improvement
initiatives the participant has experienced in the past three years. Participants will provide
this information at the beginning of the survey.
Dependent Variables
The dependent variables in this study consist of the measured levels of burnout
(Seidman & Zager, 1986) and perceptions of self-efficacy (Bandura, 2006). These
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variables will be measured through the use of the survey instrument that is an adapted,
combined version of two existing instruments. The survey instrument has been modeled
after Bandura’s Teacher Self-Efficacy Scale (2006) and Seidman’s Teacher Burnout
Scale (Seidman & Zager, 1986). Permission to use both has been obtained from the
original authors.
Instrumentation
The two instruments for this study are adapted from The Teacher Burnout Scale
by Seidman (Seidman & Zager, 1986) and the Teacher Self-Efficacy Scale by Bandura
(2006). This study is meant to measure burnout, as well as perceptions of efficacy, among
teachers. Both well-respected instruments were chosen to construct the survey for this
study.
The Teacher Burnout Scale was designed to eliminate difficulties found in more
general burnout inventories that were popular at the time (Seidman & Zager, 1986). The
Teacher Burnout Scale is more specific in its questioning toward teachers. The scale is
comprised of four subscales: (a) career satisfaction, (b) perceived administrative support,
(c) coping with job related stress, and (d) attitudes toward students. The last subscale of
questions, totaling four, was omitted from this study, as questions were unrelated to the
nature of the study. The answers to this study are designed in a Likert-type scale and
ascend from 1 to 4: 1 = disagree, 2 = slightly disagree, 3 = moderately agree, and 4 =
strongly agree.
The Teacher Self-Efficacy Scale was created by Dr. Albert Bandura (2006), a
leading authority on self-efficacy in the workplace. In his publication, Guide to the
Construction of Self-Efficacy Scales, Bandura created the Teacher Self-Efficacy Scale to
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gain a better understanding of the barriers or inhibitors that prevent teachers from
completing school related tasks. For the purposes of the survey for this study, the original
30-item scale was reduced by three questions due to the questions being unrelated to the
nature of this study. The Teacher Self-Efficacy Scale is comprised of seven subscales: (a)
efficacy to influence decision making, (b) efficacy to influence school resources, (c)
instructional self-efficacy, (d) disciplinary self-efficacy, (e) efficacy to enlist parental
involvement, (f) efficacy to enlist community involvement, and (g) efficacy to create a
positive school climate. Responses will be recorded in a Likert-type scale ascending from
1 to 9 and range from 1 = nothing to 9 = a great deal.
After obtaining permissions from Dr. Seidman and Dr. Bandura, both researchers’
instruments were adapted for this particular study. As each respective instrument
measures the constructs of burnout or self-efficacy, questions and subscales from each
were kept separate for the creation of the survey used in this study, but the questions were
randomized. Permission to use these instruments can be found in the Appendix B and C.
Through the use of a dissertation panel comprised of a current elementary school
principal, a university department head, and two university instructors (one the
dissertation chair and the other the committee’s methodologist), a consensus of the
instrument’s design was reached. Each instrument’s questions were considered, and
irrelevant questions were omitted. Questions were then randomized (Seidman & Zager,
1986; Bandura, 2006). Once questions had been randomized, the survey for this study
was created with the combination of an introduction, implied consent form, background
information, and the compilation of the two original instruments. A copy of the survey is
included in the Appendix D.
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Validity and Reliability
In order for justification of results, the instruments involved in any research must
possess good validity and reliability. Two pre-existing instruments were adapted for this
study. One instrument, Teacher Burnout Scale, included data on its validity and
reliability. The other pre-existing instrument, Teacher Self-Efficacy Scale, did not. Data
on the validity and reliability of the other instrument, The Teacher Self-Efficacy Scale,
was not found. Thus, additional steps were required to proceed with the use of this
instrument.
Validity
“Validity has to do with the degree to which test scores provide information that
is relevant to the inferences that are to be made from them” (Thorndike & ThorndikeChrist, 2010, p. 119). Validity of a test/instrument is essential. There are three main types
of validity: content-related, criterion-related, and construct-related.
Seidman (Seidman & Zager, 1986) explored in great detail the validity of the
Teacher Burnout Scale. The finalized instrument was administered to 490 regular fulltime classroom teachers in 1984 to determine the reliability and validity of the
instrument.
In determining the construct validity of the Teacher Burnout Scale, Seidman
(Seidman & Zager, 1986) revealed through factor analyses that the same four dimensions
of burnout present in previous trial runs were again present: (a) career satisfaction, (b)
perceived administrative support, (c) coping with job-related stress, and, (d) attitudes
toward students. Seidman also explored the predictive validity of the instrument. Through
the use of an ANOVA, the predictive validity was measured by testing the hypothesis
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that teachers employed in lower socio-economic schools would have higher burnout
scores than those in more affluent settings. A Tukey’s HSD test was implemented to
determine whether significant differences were found between low and high burnout
schools.
Dr. Albert Bandura is one of the world’s leading authorities on self-efficacy. His
Teacher Self-Efficacy Scale (2006) was developed based on his classic theory that speaks
for its construct and content validity. As previously mentioned, little research is available
that discusses the validity of Bandura’s Teacher Self-Efficacy Scale. Even through direct
correspondence with Dr. Bandura, information regarding the validity of his instrument
was unavailable. Despite these shortcomings, the validity of this instrument was
confirmed. One must consider that this instrument is based on Bandura’s classic theory
of self-efficacy to determine the construct validity. As a leading authority on selfefficacy, Bandura is known for the creation of many scales similar to his Teacher SelfEfficacy Scale. Due to his credibility, this instrument is believed to be valid at this time
until data is collected. Following data collection, for this study, different tasks will take
place to ensure its validity. Construct validity will be determined through confirmatory
factor analysis. Once the results from the survey are collected, the researcher will discuss
in greater detail the specific findings regarding the validity of Bandura’s Teacher SelfEfficacy Scale.
In order to further ensure the content validity of the Teacher Self-Efficacy Scale
(Bandura, 2006), the principal researcher and a methodologist met to discuss and analyze
its contents to determine whether the items were relevant to this study. Upon agreement
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of both parties, the original instrument was adapted and became a part of the instrument
for this study.
Reliability
Reliability refers to the accuracy or precision of a measurement procedure
(Thorndike & Thorndike-Christ, 2010). Reliability also has been thought to refer to the
consistency of outcomes and is a necessary prerequisite for validity. Results must be at
least moderately reliable to show validity. Three methods are used to assess and ensure
reliability: test-retest, parallel forms, and internal consistency.
The reliability of Seidman’s Teacher Burnout Scale (1986) was determined
through the use of two methods. First, the internal consistency was investigated by using
Cronbach’s coefficient alpha. Seidman utilized previous results of similar testing of
Maslach and Jackson’s (1981) Burnout Inventory. Due to the similarities of these two
inventories, Seidman utilized a similar procedure to estimate the reliability of the Teacher
Burnout Scale. The reliability coefficients were found to be particularly high for an item
of its design, thus, providing evidence of good internal consistency. The alpha
coefficients for the subscales were: 0.89 for Career Satisfaction; 0.84 for Perceived
Administrative Support; 0.80 for Coping with Job-Related Stress; and, 0.72 for Attitudes
towards Students.
The other manner in which Seidman tested for reliability of his instrument was
the use of the test-retest method. Data from a sample of 89 full-time teachers who were
attending graduate level courses was obtained. After a six to eight week interval of test
administration, the reliability coefficients in all four dimensions were found to be
significant at the p<.001 level. “The stability of the scale appeared to be generally quite
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good” (Seidman & Zager, 1986, p. 32). After completing methods of ensuring both the
validity and reliability of the Teacher Burnout Scale, Seidman and Zager felt the
instrument was both reliable and valid.
Determining the reliability of Bandura’s Teacher Self-Efficacy Scale was more
difficult. Through email discussions with Dr. Bandura, as well as extensive research, no
information was readily available on the reliability of Bandera’s instrument. The
reliability is yet to be confirmed. Once data for this study is collected, the internal
consistency will be calculated using Cronbach’s Alpha to confirm the instrument’s
reliability.
Procedure
Upon approval of the Institutional Review Board (IRB), a pilot survey was
conducted with 10 teachers. This pilot survey provided valuable information on changes
to be made to the instrument. Participants of the pilot survey were teachers within an
elementary school setting, and all willingly volunteered to participate.
Following IRB approval, as well as pilot survey results, an email was sent to six
different superintendents according to the parameters previously determined by the
researcher and dissertation committee. The email received by the superintendents
provided an outline and background on the study. The email also was intended to gain
permission from these leaders to survey the teachers within their respective districts.
Once permission was granted, subsequent emails were sent to principals of each school
within the districts to seek further permission to survey the teachers within each building.
The emails provided additional information to each participating school leader in order to
inform all parties.
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Upon permission from the superintendents and principals to survey teachers, a
third email was sent to all teachers within the participating districts. This email disclosed
the details of the study and invited participation in this voluntary survey. The email to
teachers served as informed consent once they chose to follow the link to the actual
survey.
Those participants who chose to take part were greeted with one last
informational introduction prior to beginning the survey. Participants had the option of
exiting the survey at any time. The survey link remained open for approximately two
weeks to allow all willing individuals sufficient time to complete the instrument. A
follow-up email was sent at a later date thanking all involved parties for their
participation and cooperation with the study.
The researcher followed the process outlined by Western Kentucky University to
obtain IRB approval of the instrument and overall study. Through the application and
approval by the IRB, steps were taken to assure participant safety and anonymity. A copy
of the IRB approval letter is included in the Appendix E.
The survey used in this study was sent to 2,478 teachers in six different districts
within south central Kentucky. An email explaining the study and its ramifications was
sent to each superintendent of the six districts seeking permission to survey the teachers
within their district. In the email, a link to the survey was also included for the
superintendents to review if they so desired (Appendix F). Once consent was given to
survey teachers, an email was then sent to each building principal within the participating
districts seeking permission to survey teachers within each respective building (Appendix
G).
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Upon consent from building principals, an email was then sent to teachers. This
email invited their voluntary participation in this study (Appendix H). The email to
teachers indicated the permission and support received from both their district
superintendent as well as building principal. Teachers were also given the opportunity to
enter their name for a gift card upon completion of the survey as an incentive for
participating. After one week, a follow-up email was sent to participating districts to
remind them of the survey. This final email requested that teachers who had not taken the
survey do so in a timely manner as the survey would soon be closed.
Data Analysis
The data analysis for this study occurred through the use of the Statistical
Analysis System (SAS) software program. Background data of the survey participants
was reported. First, the use of correlation analyses was conducted between the
independent and dependent variables. These Pearson correlation analyses was performed
to determine whether the number of initiatives experienced by the teachers significantly
predicts their self-efficacy and burnout levels. The findings of the data analysis were
shared with the individuals who wished to see the results (superintendents, principals,
researchers, etc.).
Hypotheses
The hypotheses for the outcome of this study are correlational or predictive in
nature. The researcher’s hypotheses state that the research progressed according to the
model provided.
1. The higher number of school improvement initiatives a teacher experiences →
Higher levels of burnout
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2. The higher number of school improvement initiatives a teacher experiences
→ Lower levels of self-efficacy
Null Hypothesis: The number of school improvement initiatives a teacher experiences
through the course of his/her career has no relationship to the measured levels of burnout
and self-efficacy he/she experiences.
Summary
This mixed-method research approach seeks to discover whether school reform
initiatives impact teacher burnout and how they impact teacher perceptions of selfefficacy. The study is exploratory and correlational in nature. An aspect of qualitative
research will be implemented when determining types of initiatives experienced by
participants. Furthermore, frequently mentioned initiatives that teachers indicated that
they have experienced will be noted. The participant population was derived from the
GRREC region of school districts, with an initial desire to survey approximately 2,000
teachers. Three main independent variables are included in this study: (a) years of
teaching experience, (b) grade level the participant is currently teaching, and (c) the
number of school improvement initiatives the participant has experienced in the past
three years. The dependent variables consist of the measured levels of burnout and
perceptions of self-efficacy.
The validity and reliability of the instrument used in this study was determined
via the findings of the two separate instrument validity and reliability reports. The
validity and reliability of Seidman’s Teacher Burnout Scale were available (Seidman &
Zager, 1986). The second scale, Bandura’s Teacher Self-Efficacy Scale (2006), presented
a challenge to locate the reports of validity and reliability. Once the data is collected from
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the research conducted for this study, the researcher will be able to confirm the validity
and reliability of Bandura’s Teacher Self-Efficacy Scale.
The results for this study will be obtained through the use of correlation analyses
and multiple regression analyses between the independent and dependent variables. This
process will assist the researcher in determining whether the number of initiatives
teachers experienced significantly predicted their self-efficacy and burnout levels. The
study addresses the following research questions: (a) Is there a relationship between
teachers’ perceived self-efficacy and their exposure to multiple educational reform
initiatives? (b) Is there a relationship between the degree of burnout teachers experience
and their exposure to multiple educational reform initiatives?
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CHAPTER IV: RESULTS
Introduction
The purpose of this study was to determine how experiencing school
improvement initiatives affected teachers. Specifically, it was of particular interest to see
how these experiences related to teachers’ measured levels of burnout and self-efficacy.
There were two research questions addressed in this study. Is there a relationship between
teachers’ perceived self-efficacy and their exposure to multiple educational reform
initiatives? Is there a relationship between the degree of burnout teachers experience in
relation to their exposure to multiple educational reform initiatives?
The independent variables involved in this study were as follows: (a) years of
teaching experience; (b) grade level taught; and (c) the number of initiatives experienced.
The dependent variables were the measured levels of burnout as well as self-efficacy of
the participating teachers.
The survey was sent to 2,478 teachers in six school districts. These school
districts are located in the south central region of Kentucky. It was the goal of the
researcher to obtain data from districts with differing enrollment sizes. Two large, two
medium, and two small districts were chosen to participate. The survey was sent via
email to these six districts and was available for participants to take over a two weekperiod. An email reminder was sent to participants prior to closing the survey. A total of
666 teachers completed the survey (27%).
The research hypothesis was tested using correlation analyses. Correlations were
conducted between independent variables (years of teaching experience, grade levels
taught, etc.) and measured levels of burnout and self-efficacy.
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Validity and Reliability
The instrument used for this study was a combination of two previously published
instruments. The two instruments combined to make this instrument were Bandura’s
Teacher Self-Efficacy Scale (2006) and Seidman’s Teacher Burnout Scale (Seidman &
Zager, 1986). Efforts were made to obtain both the validity and reliability of this
instrument through different methods.
Validity
To obtain the content validity of the instrument used in this study, a pilot survey
was administered to 10 full-time teachers. These educators were given a copy of the
survey along with an explanation of the constructs being measured. Each participant
reviewed the instrument and responded to the researcher with any concerns. If any aspect
of the survey was marked as problematic, the response was noted and clarification was
given to the pilot survey participants on an item’s intent. Concerns from the pilot survey
participants centered mainly around the wording of survey questions. Changes were made
to make the instrument easier to navigate. The questions from the two original surveys
were not altered. The wording of the questions used remained the same as the original
authors had intended. The final version of the survey used in this study can be found in
Appendix D.
Reliability
Internal consistency tests for reliability using Cronbach’s Alpha were performed
on the two surveys that combine to make the instrument for this study. Within the section
of this study’s instrument that consisted of Bandura’s Teacher Self-Efficacy Scale (2006),
the overall reliability measure was found to be .937, indicating a high internal
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consistency among the items intended to measure the self-efficacy of the participants. Six
subscales from Bandura’s instrument were included in the instrument for this study.
Those six subscales are as follows: (a) Efficacy to Influence Decision Making, (b)
Efficacy to Influence School Resources, (c) Instructional Self-Efficacy, (d) Efficacy to
Enlist Parental Involvement, (e) Efficacy to Enlist Community Involvement, and (f)
Efficacy to Create a Positive School Climate.
Within the section of this instrument that consisted of Seidman’s Teacher Burnout
Scale (Seidman & Zager, 1986), the overall Cronbach Alpha (reliability measure) was
found to be .898, also indicating a high internal consistency among the items intended to
measure burnout levels of the participants. Three subscales from Seidman’s scale were
included in the instrument used in this study. Those three subscales are as follows: (a)
Career Satisfaction, (b) Perceived Administrative Support, and (c) Coping with JobRelated Stress.
Table 1 reports alphas for the Bandura Teacher Self-Efficacy Scale (2006). This
table also reports alphas for each subscale within this instrument. A total of six subscales
were used from Bandura’s scale. The reported alphas ranged from .703 (Efficacy to
Enlist Parental Involvement) to .855 (Instructional Self-Efficacy). Internal consistency of
reliability was high for this instrument. The total alpha for Bandura’s Self-Efficacy Scale
was .937.
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Table 1
Cronbach Alphas for Bandura’s Teacher Self-Efficacy Scale
Subscale

Alpha

Efficacy to Influence Decision Making

.825

Efficacy to Influence School Resources

.822

Instructional Self-Efficacy

.855

Efficacy to Enlist Parental Involvement

.703

Efficacy to Enlist Community Involvement

.853

Efficacy to Create a Positive School

.847

Climate
Total Instrument

.937

Table 2 reports the alphas for Seidman’s Teacher Burnout Scale (Seidman &
Zager, 1986). A total of three subscales from Seidman’s original scale were used for this
study. The internal consistency for reliability was high, with alphas ranging from .807
(Perceived Administrative Support) to .856 (Coping with Job-Related Stress). The total
alpha for Seidman’s Teacher Burnout Scale was .898.
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Table 2
Cronbach Alphas for Seidman’s Teacher Burnout Scale
Subscale

Alpha

Perceived Administrative Support

.807

Career Satisfaction

.812

Coping with Job-Related Stress

.856

Total Instrument

.898

Descriptive Statistics
Table 3 shows the different grade levels taught by the participants of this study.
The five categories of teacher participants were as follows: (a) Elementary, (b) Middle,
(c) High, (d) Itinerate, and (e) Unknown. Out of the 666 participants, the majority came
from teachers at the elementary level. The Elementary teachers (N = 307) accounted for
46.1% of the responses, while the smallest category of participants came from the
Itinerate category of teachers (N = 25). They accounted for 3.8% of responses. The
Itinerate category of teachers included individuals who indicated they were assigned to
various grade levels (such as a teacher working at both an elementary and a middle
school). The Unknown category was comprised of respondents who failed to indicate
their work setting.
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Table 3
Participant Information – Grade Taught
Grade Level Taught

Frequency

Percentage

Elementary

307

46.1

Middle

117

17.6

High

194

29.0

Itinerate

23

3.5

Unknown

25

3.8

Total

666

100.0

Table 4 shows the years of teaching experience of the participants broken down
by grade level. A total of 663 participants indicated their years of experience. The
participants with the most experience were teachers in the Itinerate category (N = 23).
These individuals had an average career spanning 21.57 years. The teachers with the
lowest average of experience were the middle school teachers (N = 117), with 12.45
years. A wide range of experience levels are represented in this study. The minimum
years of experience came from first-year teachers; the participant with the most
experience indicated that he/she had taught 47 years. The average years taught by all
participants was 13.52, with a standard deviation of 8.29.
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Table 4
Participant Information – Years of Teaching Experience
Grade Level
Taught
Elementary

N

Mean

SD

Minimum

Maximum

307

13.38

8.12

1.0

47.0

Middle

117

12.45

7.67

1.0

31.0

High

192

13.15

8.54

1.0

38.0

Itinerate

23

21.57

6.42

10.0

35.0

Unknown

24

16.14

9.21

3.0

36.0

Total

663

13.52

8.29

1.0

47.0

Table 5 shows the ranges of years of teaching experience of the participants. The
table also indicates the number of participants that fell into each range. The teachers who
had taught 16-20 years were the smallest sub-group who participated in this study. Their
participation accounted for 17.35% of the sample population. The greatest number of
participants had taught 6-10 years (N = 145). This group accounted for 21.87% of the
sample population. The total population of participants provided a representative sample
from all experience levels. There were three teachers who failed to indicate the number of
years they taught.
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Table 5
Participant Information – Teaching Experience
Years of Teaching
Experience
1-5 years

Frequency

Percentage

132

19.91

6-10 years

145

21.87

11-15 years

142

21.42

16-20 years

115

17.35

21+ years

129

19.45

Total

663

100

Table 6 reports the number of school improvement initiatives that the participants
have experienced over the past three years. The data, which includes sample sizes,
means, standard deviations, minimum initiatives experienced, and maximum initiatives
experienced, are displayed for each category of teachers (e.g., elementary, middle, etc.).
According to the responses, middle school teachers (N = 111) experienced the smallest
average number of initiatives over a three-year period (3.33). High school teachers (N =
180) indicated that they experienced the highest average of initiatives over three years
(4.91). The total number of participants who answered this question (N = 621)
experienced an average of 3.96 initiatives over three years, with a standard deviation of
3.12. Participants indicated they had experienced anywhere from zero to 30 initiatives
over a three-year period.
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Table 6
Average Number of School Improvement Initiatives by Grade Level Taught
Grade Level
Taught

N

Mean

SD

Minimum

Maximum

Elementary

286

3.55

2.77

0

30

Middle

111

3.33

2.06

0

12

High

180

4.91

3.81

0

30

Itinerate

22

3.91

2.37

0

10

Unknown

22

4.73

4.28

0

20

Total

621

3.96

3.12

0

30

A qualitative analysis was conducted to determine the type of initiatives that
participants experienced. Table 7 shows specific initiatives that most often were indicated
in the background information section of the survey. Initiatives such as RTI (Response to
Intervention), The Leader in Me, New Common Core Standards (and the subsequent
tasks that follow these new standards), and Thoughtful Education were most frequently
mentioned by all levels of teachers. Elementary teachers indicated the greatest number of
initiatives experienced, but that figure is likely due to the larger number of elementary
teachers participating in the survey (N = 307). Initiatives such as Professional Learning
Committees and tasks that accompany the Gates Grant also were frequently mentioned
among participants.
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Table 7
Frequently Mentioned Initiatives Experienced by Participating Teachers
Elementary

Middle

High

Itinerate

Unknown

RTI

99

21

61

9

1

Leader in Me

73

2

2

3

3

Common Core
Standards

64

20

27

7

5

Thoughtful
Education

39

16

34

2

2

PBIS/Champs

28

18

17

2

0

Initiatives
Most Often
Indicated

In Table 8, initiatives that participants indicated they had experienced over the
past three years were broken down into five categories of origin and/or implementation.
The categories are as follows: (a) Local, (b) District, (c) State, (d) Federal, (e)
Unclassified. For example, some initiatives are federally mandated, and teachers must
implement them due to federal requirements. On the other hand, some initiatives are
implemented based on needs within a building. These types of initiatives would be
considered local due to the fact that they were implemented within the respondent’s
building because of that particular school’s need at the time. Each indicated initiative was
categorized into one of the five categories.
According to the analysis, interesting trends emerged. Initiatives that are most
often implemented are enacted at the district level. Middle school teachers indicated they
tend to implement more initiatives at the local (school) level than any others. State and
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federal mandates also proved to be an antecedent to the implementation of initiatives
within schools of all levels.
Table 8
Categories of Initiatives Experienced Based on Grade Levels Taught
Grade
Level
Taught
Elementary

N

Local
Initiatives

District
Initiatives

State
Initiatives

Federal
Initiatives

Unclassified
Initiatives

Total
Initiatives

307

160

244

118

116

78

716

Middle

117

74

64

57

49

21

265

High

194

137

147

102

127

79

592

Itinerate

23

13

18

14

7

11

63

Unknown

25

11

20

15

12

17

75

Analysis of Research Question 1
The first research question revolved around whether or not experiencing school
initiatives had an effect on an individual’s self-efficacy. To answer this question, the
researcher implemented Bandura’s Teacher Self-Efficacy Scale (2006). Through
literature reviews, it was determined that previous researchers had discovered the mean
scores of each of the subscales that make up Bandura’s scale. Although this research is
reporting the overall self-efficacy correlations, the following subscales were utilized from
Bandura’s scale that, together, resulted in an overall efficacy score: (a) efficacy to
influence decision making, (b) efficacy to influence school resources, (c) instructional
self-efficacy, (d) efficacy to enlist parental involvement, (e) efficacy to enlist community
involvement, and (f) efficacy to create a positive school climate.
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In order to discover whether a relationship existed between teachers’ perceived
self-efficacy and their exposure to multiple educational improvement initiatives, Pearson
correlation coefficients were calculated taking into account two variables. These two
variables were years of teaching experience and grade level taught.
Table 9 illustrates the relationship between teachers’ experiences at different
grade levels with school initiatives and their self-efficacy. The table displays each
subscale from Bandura’s Teacher Self-Efficacy Scale (2006) that was utilized in this
study. The participating teachers from each grade level are indicated, along with the
correlation to each subscale. For example, 274 elementary teachers answered the question
on the self-efficacy portion of the instrument that dealt with the efficacy to influence
decision making. The correlation of that group for that subscale was .060. These scores
were correlated with each subscale of Bandura’s Teacher Self-Efficacy Scale (2006) to
determine whether a significant correlation existed between the number of initiatives and
their self-efficacy.
For elementary school teachers, the number of initiatives experienced over a
three-year period had a weak correlation with their self-efficacy (r = .009). Similarly,
weak correlations were found for middle (r= -.141), high (r = .057), and itinerate teachers
(r = .139). The Unknown teacher category had a strong significant correlation with one
particular subscale (Efficacy to Create a Positive School Climate) (r = -.659), with a p =
.002. This indicated that the greater number of initiatives the Unknown group of teachers
experienced, the less efficacy they felt toward being able to create a positive school
climate. The Unknown teacher category had a moderately significant overall correlation
(r = -.463) with the total efficacy score. This indicates that, as this group experienced
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more school improvement initiatives, their self-efficacy as a whole decreased. There was
a weak but significant overall correlation between the Instructional Self-Efficacy subscale
and the total sample (r = -.081). This indicates that all grade levels of teachers felt a
decreased sense of instructional self-efficacy as the number of initiatives they
experienced increased.
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Table 9
Pearson Correlations Coefficients Between The Number of Initiatives Teachers Experienced Over a Three-Year Period and Their SelfEfficacy Scores by Grade Level Taught
Efficacy Scales
Grade Level
Taught

Efficacy to
Influence
Decision
Making

Efficacy to
Influence
School
Resources

Instructional
Self-Efficacy

N

R

N

R

N

R

N

R

N

R

N

R

N

R

Elementary

274

.060

266

.013

274

-.039

274

.001

271

.044

274

.008

274

.009

Middle

109

-.051

108

-.071

109

-.128

109

-.108

108

-.069

109

-.150

109

-.141

High

171

.146

167

-.133

173

.007

173

.017

170

.045

173

.101

173

.057

Itinerate

21

.421

21

.203

21

-.090

21

.122

21

.073

21

.275

21

.139

Unknown

20

-.419

19

-.146

20

-.401

20

-.342

18

-.293

19

-.659*

20

-.463*

Total Sample

595

.056

581

-.050

597

-.081*

597

-.059

588

-.001

596

-.039

597

-.044

*p < .05
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Efficacy to
Enlist Parental
Involvement

Efficacy to
Enlist
Community
Involvement

Efficacy to
Create a
Positive School
Climate

Total
Efficacy
Score

Table 10 shows the correlations between educators’ years of teaching experience
and their scores on the self-efficacy portion of the survey. Each subscale of Bandura’s
Teacher Self-Efficacy Scale (2006) also was represented. Table 8 shows the number of
respondents from each experience category as well as that category’s correlation to
burnout. For teachers who have had 1-5 years of teaching experience, the number of
initiatives they experienced over a three-year period had a weak correlation with their
self-efficacy (r = .039). Similar weak correlations were found with teachers who taught 610 years (r = -.079), 11-15 years (r = .024), 16-20 years (r = -.101), and 21+ years (r = .035). The overall correlation between years of experience and self-efficacy was -.044.
The only significant correlation at the p < .05 level was between the overall sample and
the Instructional Self-Efficacy subscale (r = -.081). This indicates that all participating
teachers, no matter the years of experience they possess, felt less efficacious toward their
instructional capabilities as the number of initiatives they have experienced increased.
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Table 10
Pearson Correlation Coefficients Between the Number of Initiatives Teachers Experience and Self-Efficacy Scores by Years of
Teaching Experience
Efficacy Scales
Efficacy to
Influence
Decision
Making

Efficacy to
Influence
School
Resources

N

R

N

R

N

R

N

R

N

R

N

R

N

R

1-5 Years

112

.145

110

-.093

113

.026

113

.085

112

-.007

113

.008

113

.039

6-10 Years

124

.020

121

-.005

125

-.137

125

-.149

121

.005

125

-.048

125

-.079

11-15 Years

128

.082

122

.091

128

-.041

128

-.080

128

.076

128

.050

128

.024

16-20 Years

110

-.126

108

-.057

110

-.098

110

-.104

108

.001

109

-.122

110

-.101

21+ Years

119

.112

118

-.122

119

-.081

119

-.044

117

.011

119

-.036

119

-.035

Total Sample

595

.056

581

-.050

597

-.081*

597

-.059

588

-.001

596

-.039

597

-.044

Years of
Teaching
Experience

Efficacy to
Enlist Parental
Involvement

Instructional
Self-Efficacy

*p < .05
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Efficacy to
Enlist
Community
Involvement

Efficacy to
Create a
Positive School
Climate

Total Efficacy
Score

Analysis of Research Question 2
The second research question sought to discover whether a relationship existed
between the degree of burnout teachers experience and their exposure to multiple
educational improvement initiatives. Seidman’s Teacher Burnout Scale (Seidman &
Zager, 1986) was adapted and implemented as a portion of this study’s instrument in
order to determine teacher burnout levels.
Through conversations with Dr. Steven Seidman, the researcher confirmed that
simply summing the responses of each subscale in the Teacher Burnout Scale was the
proper method to score this instrument. Reverse coding was required on a total of 11
questions in this scale in order for the responses to make sense. If any of these reverse
coded items were coded as a 1 (disagree), they were then re-coded to be a 4 (strongly
agree). Therefore, the desired direction was for scores to be on the high side, which
meant that the higher the score, the more positive the viewpoint of burnout (less burnout).
Although overall burnout levels will be reported in relation to the independent
variables, the utilized subscales of Seidman’s scale are as follows: (a) career satisfaction,
(b) perceived administrative support, and (c) coping with job-related stress. As with the
first research question, the second was answered by the use of correlation analyses.
Pearson correlation coefficients were calculated between the indicated means of
initiatives a teacher has experienced and measured levels of burnout. Correlations also
were calculated between the number of initiatives a teacher experienced and burnout for
each group of years of experience. The level at which the participating teachers taught
also was taken into account.
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Table 11 shows the relationship between teachers who teach at differing levels
and their experiences with school initiatives and burnout. The table is organized to show
each category of school teacher and how they scored on each subscale of Seidman’s
Teacher Burnout Scale. The table shows the number of participants that answered the
questions related to each subscale and the subsequent correlation to burnout. The
compilation of all the scores from each subscale and teaching level group was correlated
to determine whether there was a significant correlation between the numbers of
initiatives each level of teacher experiences and their overall burnout level.
For elementary teachers, the number of initiatives experienced over a three-year
period had a weak correlation with their overall burnout score (r = -.086). For itinerate
teachers, the number of initiatives experienced over a three year period had a moderate
correlation of .239. For middle school teachers, the number of initiatives experienced had
weak, but significant, correlations with their overall burnout score (r = -.294). High
school teachers also had weak but significant correlations between the number of
initiatives they experienced and their overall burnout score (r = -.178). Unknown teachers
(r = -.656) showed strong significant correlations at the p < .05 level between the number
of initiatives they experienced and their burnout score. Furthermore, middle school
teachers had weak but significant correlations in the subscales of Career Satisfaction (r =
-.298). Middle school teachers also had moderately significant correlations between
initiatives experienced and the subscale Coping with Job-Related Stress (r = -.398). High
school teachers showed a weak but significant correlation in the Coping with Job-Related
Stress subscale as well (r = -.233). The Unknown teachers category had a strong
significant correlation in the Career Satisfaction (r = -.657) subscale and moderate but
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significant correlations in the Coping with Job-Related Stress (r = -.499) subscale. In
terms of all grade levels taught, significant overall correlations between school initiatives
and burnout scores were found in the Career Satisfaction and Coping with Job-Related
Stress subscales. The total burnout score correlation between the number of initiatives
experienced and burnout scores also was found to be significant at the p < .05 level (r = .152).
These findings indicated that middle school teachers, unknown teachers, and the
total sample experienced more burnout as they experienced more school initiatives.
Middle school teachers, high school teachers, unknown teachers, and the total sample
indicated that they had trouble coping with stress in their positions due in part to the
numbers of initiatives they have experienced. Middle school teachers, high school
teachers, unknown teachers, and the total sample indicated an overall sense of burnout in
relation to the number of initiatives they have experienced over the past three years.
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Table 11
Pearson Correlations Coefficients Between The Number of Initiatives Teachers Experienced Over a Three-Year Period and Their
Burnout Scores by Grade Level Taught
Burnout Scales
Grade Level Taught

Elementary
Middle
High
Itinerate
Unknown
Total Sample

Perceived
Administrative Support

Career Satisfaction

Coping with Job-Related
Stress

Total Burnout Score

N

R

N

R

N

R

N

R

267

-.027

267

-.066

267

-.115

267

-.086

107

-.135

107

-.298*

106

-.349*

107

-.294*

166

-.077

166

-.130

166

-.233*

166

-.178*

21

.339

21

.381

21

-.120

21

.239

18

-.349

18

-.656*

18

-.499*

18

-.656*

579

-.053

579

-.136*

578

-.192*

579

-.152*

*p < .05
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Determining the burnout of teachers with varying years of teaching experience
also was conducted in this study. The number of initiatives experienced over a three-year
period for each experience group was correlated with their burnout scores from
Seidman’s Teacher Burnout Scale. Table 12 shows the differing years of teaching
experience categories and the subsequent correlations between the average number of
initiatives they experienced and their burnout levels according to each subscale of
Seidman’s Teacher Burnout Scale. For teachers who had taught 1-5 years, the number of
initiatives experienced over a three-year period had a significant correlation with the
Coping with Job-Related Stress subscale (r = -.273) and their overall burnout score (r = .198). Teachers with 21 years or more of teaching experience showed significant
correlations between the number of initiatives experienced over a three-year period and
the Career Satisfaction (r = -.292) and Coping with Job-Related Stress (r = -.296)
subscales. Teachers with 21 years or more of experience also had a significant correlation
between the number of initiatives experienced over a three-year period and their overall
burnout (r = -.277). Significant correlations between the number of initiatives
experienced and burnout scores were found for the total sample and the Career
Satisfaction (r = -.136) and Coping with Job-Related Stress (r = -.192) subscales. The
correlation between the number of initiatives experienced and the overall burnout score
among the total sample also was significant (r = -.152).
Intriguing findings were discovered in this study in terms of the correlations
between the number of initiatives experienced over a three-year period and the burnout
scores of teachers who had taught 1-5 years, as well as the teachers who had taught over
21 years. These two groups indicated that their experience with initiatives have led to a
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lack of satisfaction with their career, trouble coping with stress at work, and ultimately
greater burnout levels with the increasing school initiatives they have experienced.
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Table 12
Pearson Correlation Coefficients Between the Number of Initiatives Teachers Experience and Burnout Scores by Years of Teaching
Experience
Burnout Scales
Years of Teaching
Experience

Perceived
Administrative Support

Career Satisfaction

Coping with Job-Related
Stress

Total Burnout Score

N

R

N

R

N

R

N

R

1-5 Years

109

-.113

109

-.127

109

-.273*

109

-.198*

6-10 Years

121

.025

121

-.031

121

-.025

121

-.011

11-15 Years

126

.057

126

-.026

126

-.122

126

-.042

16-20 Years

106

-.070

106

-.055

105

-.115

106

-.089

21+ Years

115

-.107

115

-.292*

115

-.296*

115

-.277*

Total Sample

579

-.053

579

-.136*

576

-.192*

579

-.152*

*p < .05
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Summary
The analysis presented in this chapter was used to determine whether the number
of initiatives a teacher experienced was associated with his/her measured levels of
burnout and self-efficacy. The independent variables of (a) years of teaching experience,
(b) grade level taught, and (c) number of initiatives experienced in the past three years
were considered during the analysis of data.
Interesting trends emerged in terms of the types of initiatives experienced by the
participants. A number of initiatives were frequently mentioned as being experienced in
schools of all levels. According to the responses, most initiatives are asked to be
implemented by district level employees. State and federally mandated initiatives also are
frequently experienced by teachers of all levels.
Research Question 1 sought to determine if a relationship existed between
teachers’ perceived self-efficacy and their exposure to multiple educational improvement
initiatives. Participating teachers of many grade levels (Elementary, Middle, High,
Itinerate, and Unknown) indicated the number of initiatives they had experienced over a
three-year period. These numbers were then correlated with their scores on the selfefficacy portion of the instrument used in this study. The correlation coefficients did not
indicate that teachers’ (of all levels) experience with initiatives had a significant effect on
their self-efficacy. Significant correlations between the number of initiatives experienced
over a three-year period and the Instructional Self-Efficacy subscale did exist for the total
sample. The unknown group of teachers had a significant correlation between the number
of initiatives experienced and their overall efficacy score. Other than these two
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aforementioned instances, significant correlations did not exist and did not show a
relationship between initiatives experienced and a teacher’s self-efficacy.
Correlations also were conducted to determine if differing categories of teaching
experience coupled with the average number of initiatives they had experienced over the
past three years affected self-efficacy. Similar to the previously analyzed groups, few
significant relationships emerged between the numbers of initiatives experienced and
self-efficacy levels of teachers with differing years of experience. The only exception
was a significant correlation between the number of initiatives experienced and the scores
of the Instructional Self-Efficacy subscale for the total sample. This indicated that the
total sample was affected by the number of initiatives they experienced over a three-year
period and their efficacy toward instruction.
Research Question 2 sought to determine if a relationship existed between the
degree of burnout teachers experience and their exposure to multiple educational
improvement initiatives. The second research question was answered in a similar manner
as the first research question.
Teachers of many grade levels (e.g., elementary, middle, etc.) indicated the total
number of initiatives they had experienced in the past year. Although the teachers of each
grade level indicated small differences in the average number of initiatives they
experienced over a three-year period, the correlations for each group between initiatives
and their burnout scores were weak. Middle school teachers, the unknown teachers, and
the total sample had significant correlations between the number of initiatives
experienced and their burnout scores in the Career Satisfaction subscale. Middle school
teachers, high school teachers, unknown teachers, and the total sample had significant
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correlations between the number of initiatives they have experienced and the Coping with
Job-Related Stress subscale. Those same groups also had significant correlations between
the number of initiatives they have experienced and their total burnout score. The
unknown group of teachers showed the most statistically significant correlations between
initiatives experienced and burnout scores.
Teachers also were divided according to experience levels and indicated the
average number of initiatives they experienced over three years. Those scores were
correlated with their scores from the burnout scale, and most groups did not show
significant correlations. Interesting trends emerged between teachers who had taught 1-5
years and those who had taught 21 years or more. For these two groups moderate and
significant correlations were found with subscales such as Career Satisfaction and Coping
with Job-Related Stress. For these two groups significant correlations were found
between the number of initiatives experienced over a three-year period and their overall
burnout scores.
As a result of this analysis, it appears that a teacher’s perception of self-efficacy is
not associated with the numbers of initiatives experienced regardless of grade level taught
and years of experience. This analysis did show significant relationships between the
number of initiatives a teacher experienced and burnout levels among certain groups of
teachers. Interesting patterns were observed within the unknown group as well as
teachers with 1-5 years of experience and 21 or more years of experience. Specific
findings, along with conclusions, limitations, and recommendations, will be discussed in
Chapter 5.
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CHAPTER V: DISCUSSION
Introduction
This study sought to discover the impact that experiencing school improvement
initiatives had on teachers in six school districts of various sizes in south central
Kentucky. More specifically, it sought to determine whether experiencing initiatives over
a specified span of time had an effect on teachers’ measured levels of burnout and selfefficacy.
Today’s world of education is much different than that of 30 years ago. Pressure
from many directions is consistently being applied to educators at all grade levels. Local
school districts are continually changing in response to state and federal legislation
regarding student achievement. The pressures range from raising test scores to adequately
preparing youth for the constantly changing demands of the work force that is
increasingly competitive globally. Teachers are engaging in advanced education and
skills training to effectively prepare themselves for the tasks that face them. This broad
scope of challenges can be a daunting task. Students are being challenged to reach their
highest potential, and teachers are being pressed to attain performance levels that are
higher than ever before.
Schools are being asked to change their approach to education. Changes to
instruction are not only inevitable, but in today’s climate they are of the utmost
importance. Today’s child has grown up in a different world with different interests than
a student that went through school many years ago. Although this change is necessary,
teachers are the individuals that often bear the brunt of the change. This change often
comes in the form of a new initiative to implement in their classrooms. These initiatives
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come in many shapes and sizes. In the past, educators have endured large scale school
reforms. These large reform efforts, such as KERA (Kentucky Education Reform Act)
and NCLB (No Child Left Behind), completely changed the way teachers taught their
students. On the other hand, change can happen on a smaller scale. Today, schools and
their faculties and staffs are implementing new initiatives solely within their own
building based on that particular school’s needs. These smaller changes (when compared
to KERA or NCLB) can come in the form of a new reading series or new software for
students to access. Educators must continually analyze assessment data to determine what
changes need to be made in order for students to succeed.
Freudenberger (1974) describes a burnout as someone who is physically,
emotionally, and mentally exhausted in their job placement. Freudenberger (1977) stated
that teachers who feel lethargic, unmotivated, or resentful toward their job can infect
others with their cynicism.
Self-efficacy has been defined in many ways, but Bandura (1986) defined
educator self-efficacy as a personal judgment of an individual’s ability to assist others in
attaining pre-determined goals. In other words, self-efficacy is an individual’s perception
of the difference they are making in their profession. Self-efficacy and burnout proved to
be closely related in many ways. The overlapping nature of these two constructs makes
them a natural combination for this study.
This research was designed to determine the impact that school improvement
initiatives have on teachers. More specifically, the research sought to determine whether
teachers experienced significant levels of burnout and self-efficacy in relation to the
number of initiatives they had experienced over three years. The implications of this
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study reach beyond the teacher. The greatest implications lie with the potential success of
the student.
Discussion of Research Question 1
The first research question sought to determine whether experiencing school
initiatives had an effect on a teacher’s self-efficacy. Bandura’s Teacher Self-Efficacy
Scale (2006) was utilized to determine teacher self-efficacy in this study. Cronbach
alphas were conducted on this instrument to ensure internal consistency of reliability. The
total alpha for Bandura’s Self-Efficacy Scale was .937, which was consistent with what
other researchers (Hoy & Woolfolk, 1993) who had used this same scale found.
Teachers indicated the grade level which they taught as well as their years of
experience. Upon the completion of the survey, self-efficacy findings were correlated
with the number of initiatives experienced over the past three years. Weak correlations
were found among the number of initiatives experienced and self-efficacy scores for
elementary (r = .009), middle (r = -.141), high (r = .057), and itinerate (r = .139) teachers.
The Unknown group data indicated a significant correlation at the p < .05 level (r = .463), which accounted for approximately 16% of the variance. Further significant
correlations existed between the unknown group of teachers and the subscale Efficacy to
Create a Positive School Climate (r=-.659). An overall correlation between the total
sample and the Instructional Self-Efficacy subscale was found to be significant at the p <
.05 level (r = -.081). This indicates that the more initiatives teachers experience, their
self-efficacy toward instruction decreased. This could be due to the loss of autonomy
with their instruction due to requirements that accompany an initiative.
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Correlations were also conducted between self-efficacy findings and the number
of initiatives experienced by teachers of varying years of experience. Similar to the
correlations conducted with the grade levels of teachers, weak correlations were found
with the years of experience. Correlations of teachers with 1-5 years of experience (r =
.039), 6-10 years (r = -.079), 11-15 years (r = .024), 16-20 years (r = -.101), and 20+
years of experience (r = -.035) were weak and none were significant. The only significant
correlation found was between the total sample and the Instructional Self-Efficacy
subscale (r = -.081). Similar to different grade level teachers, these results indicate that
educators with varying years of experience also have decreased feelings of efficacy
toward their instruction when experiencing initiatives. Guskey (1988) stated that teachers
who are exposed to useful and relevant training with a new initiative likely would
experience an increase in their efficacy toward the new endeavor. Tanner (1986) stated
that it was conducive to teacher success and efficacy if they were allowed greater
autonomy and less mandates on their teaching. Useful training of new initiatives, as well
as greater levels of autonomy in the implementation of these initiatives, likely would
result in higher self-efficacy levels of the teachers. These results reveal that teachers lose
confidence and enthusiasm toward their teaching when they experience greater numbers
of initiatives.
Discussion of Research Question 2
The second research question sought to determine whether there was a
relationship between the number of initiatives a teacher experienced over a three-year
period and their measured levels of burnout. In order to measure teacher burnout levels,
Seidman’s Teacher Burnout Scale (Seidman & Zager, 1986) was implemented. Cronbach
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alphas were conducted to determine internal consistency of reliability with this
instrument. The total alpha of this instrument was .898.
Similar to the process of determining their self-efficacy, teachers were
categorized into groups according to years of experience and grade level taught. Middle
school teachers (r = -.294), high school teachers (r = -.178), and the Unknown category of
teachers (r = -.656) all had significant overall correlations between the number of
initiatives they experienced and total burnout scores. Middle school teachers, unknown
teachers, and the total sample all had significant correlations between the number of
initiatives experienced and the Career Satisfaction and Coping with Job-Related Stress
subscales. These same groups, along with high school teachers, indicated total scores
showing burnout due to experiencing school improvement initiatives. High school
teachers also had a significant correlation between initiatives experienced and the Coping
with Job-Related Stress subscale. The findings of teachers being unable to cope with jobrelated stress are consistent with Hock’s (1988) research on the causes of burnout among
teachers. Hock noted that one of the main reasons for teacher stress is the increased
paperwork that accompanies school improvement initiatives. The lack of career
satisfaction indicated by middle, unknown, and the total sample of teachers coincide with
Hock’s research. He indicated that many have a feeling of being trapped within the
profession, which ultimately led to burnout. Suffice to say, school improvement
initiatives had a significant impact on different grade levels of teachers. More
specifically, their happiness toward their job, ability to cope with job-related stress, and
their overall burnout scores could be attributed to experiences with school improvement
initiatives.
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Correlations were calculated for teachers with varying years of experience
between the numbers of initiatives they experienced and their burnout scores. Teachers
with 1-5 years of experience (r = -.198) and those with 21 years of experience or more (r
= -.277) showed strong and significant correlations between the number of initiatives
they experienced and their overall burnout scores. The total sample showed significant
correlations between the number of initiatives experienced and two subscales, as well as
the total burnout score (r = -.152). These two subscales were Career Satisfaction (r = .136) and Coping with Job-Related Stress (r = -.192). Some of the most interesting
findings came from this portion of the study. Teachers who were early in their career
indicated that experiencing initiatives led to significant correlations with their ability to
cope with job-related stress as well as their total burnout scores. Beginning teachers have
a number of responsibilities in adjusting to the everyday duties of being a teacher, and
experiencing initiatives seemed to be a contributing factor to their satisfaction with their
current position as well as their levels of stress. The findings of beginning teachers
coincide with what Sarros and Sarros (1992) found in their research regarding how
younger teachers often experience greater levels of burnout. Teachers who were
approaching retirement age had similar significant correlations between the number of
initiatives they experienced over a three-year period and their burnout scores. These
teachers showed that their satisfaction with their career, ability to cope with job-related
stress, and overall burnout levels were impacted due to their experiences with initiatives.
This would lead one to believe that they may not see the need for new initiatives. These
more experienced teachers were likely confident in their abilities and did see the need for
new practices. Thus, greater burnout levels of these teachers are seen in terms of their
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career satisfaction and levels of stress. The findings of beginning teachers as well as
teachers approaching retirement coincide with research previously conducted by Friesen
and Sarros (1989). These researchers indicated that the educators they interviewed for
their study noted they experienced greater senses of burnout toward their position due to
the increased number of mandates they were asked to implement. Cherniss (1980a)
characterized burnout as involving anxiety, tension, and high stress that would ultimately
lead to attitudinal changes toward a person’s teaching position. The findings of this study
parallel the findings of other research and open a door to many future research
possibilities. Overall, teachers with varying experience levels showed some significant
correlations with aspects of the burnout survey. Beginning teachers and those
approaching retirement provided interesting trends with significant correlations to
burnout.
Other Significant Findings
A qualitative component was added to the research to enrich the study. In the
beginning section of the survey, participants were asked to identify as many initiatives as
they could remember that they experienced over the course of three years. Identified by
grade levels taught, respondents listed their most recent recollections of recent initiatives.
Interestingly, a wide range of responses followed.
The researcher compiled a list of frequently mentioned initiatives experienced by
the participants. Although not all provided input as to the initiatives recently experienced,
the responses were insightful. The responses varied according to the grade level taught,
but five initiatives were found to be most experienced by participants. The highest
indicated initiative was RTI (Response to Intervention), which is a result of federal
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mandates. The other most frequently mentioned initiatives were Leader in Me, New
Common Core Standards, Thoughtful Education, and PBIS/Champs. It should be noted
that PLCs (Professional Learning Communities) also were frequently mentioned. The
majority of the participants of this study were elementary teachers (N = 307), but teachers
of all levels indicated these five initiatives as the most often implemented within their
work settings.
The researcher also analyzed the types of initiatives that participants experienced.
Initiatives are adopted and asked to be implemented by different sources such as school
level administrations, school districts, state departments of education, and federal
mandates. Elementary school teachers implemented district level initiatives more often
than any other type. Middle school teachers most often implement initiatives that are
introduced at the school level. High school, itinerate, and unknown teachers tend to adopt
district level initiatives more often. As show in Table 8, the initiatives teachers
implement are evenly dispersed.
Limitations
There were a few limitations in this study that may have affected the results. The
first involves the definition of what a school improvement initiative entailed. Despite the
attempts of the researcher to sufficiently explain the definition of a school improvement
initiative, as well as providing a formal definition from the literature, there appeared to be
a possible lack of clarity between the researcher and the participants. This possible lack
of understanding of the definition of a school improvement initiative resulted in the
participants applying their own definitions. Because of this gap in understanding,
participants indicated programs they experienced that were unlikely to fall in the realm of

126

an initiative. Some interpretations of an initiative ranged from teachers gaining an extra
jeans day to simple changes in school policy. Obviously, the researcher did not intend for
these types of instances to be considered as initiatives, but the inclusion of these should
be noted nonetheless.
Another limitation of this study involved a section of the survey instrument. Part
of the instrument utilized included Bandura’s Teacher Self-Efficacy Scale (2006).
Although Bandura’s contribution to the field of self-efficacy is monumental, few
researchers have used this instrument in the past, resulting in a lack of normative data to
support Bandura’s scale. Choosing a more rigorously validated instrument may have
better served this research effort.
Some respondents noted that they did not care for the questions in the survey
instrument. The actual wording of questions was not altered so as to retain the integrity of
the original instrument and the author’s intentions when creating the instrument. The
researcher and participants communicated via email to address concerns regarding the
survey.
Another limitation of this study would be the possible lack of participants’
sincerity in responding to survey items. A gift card from a local retail store was offered as
an incentive to complete the survey. It is possible that participants were more concerned
with obtaining the incentive than with the ramifications of the study findings. To better
improve the quality of responses as well as the sincerity of the participants, a public
endorsement from the district’s superintendent may have helped. Although the
superintendents of each participating school district granted permission to survey teachers
within the district, no correspondence was sent to teachers encouraging them to
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participate. It is likely that an endorsement from a school official such as the
superintendent may have improved the results.
Recommendations for Future Research
A recommendation for future research would include gaining further background
and demographic information from participants of this study. Stratifying participants into
sub populations by school district or by gender would provide a different insight into the
effects of experiencing initiatives not currently present in this study. Gaining the district
and gender information would allow for further explorations into the effects of initiatives
and better ways to introduce new initiatives to different genders. Opportunities also
would be available to provide valuable information to administrators of particular school
districts on the perceptions present in each school system and how best to implement
future initiatives. For instance, if participants from a particular school district indicated
concerns with new initiatives, these concerns could be communicated with the
administration to avoid negative implications while trying to implement the new
programs. This communication also would allow for the district to better inform their
employees as to the reasons for implementation as well as address points of confusion
that are shared.
It also would be interesting to seek further research opportunities as to the causes
of stress for the different grade levels of teachers in this study. For example, future
research would revolve around initially measuring stress levels for elementary, middle,
and high school teachers. Determining the main causes of stress for those at each grade
level would be the overall purpose of the study. Further explorations would include
comparing and contrasting the different causes of stress at each grade level and how to
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possibly reduce these stress levels. If one grade level experiences significantly less stress
than another, examining ways in which they deal with their stress and sharing with others
would be an asset to teachers at all grade levels.
The number of initiatives experienced by teachers was an aspect of the present
study. It would be a great asset to the field of education if future research sought to
determine whether certain types of initiatives cause burnout among teachers. For
example, the study could run statistical analyses to determine the effect large scale and/or
small scale initiatives have on the individuals who implement them. In order to provide a
deeper understanding, it would be beneficial to seek further explanation into how
initiatives implemented via local, district, state, and federal outlets affect teachers.
One of the most significant findings of this current study revolved around the
teachers who had taught 1-5 years and the group who had taught 21 or more years and
their subsequent burnout levels. Future research could involve exploring the causes of
why these two groups indicated greater burnout levels. More specifically, the research
would determine the causes of burnout among teachers early in their career as well as
causes of burnout among teachers approaching retirement.
An interesting topic to explore in the future would fall within the qualitative scope
of research and determining the reasons initiatives are chosen to be implemented.
Perceptions exist among some educators that districts will adopt initiatives for
implementation not solely based on what the data show a district needs, but instead based
on marketing schemes and the implementation of similar practices in neighboring
districts. This insight into the true reasons for the adoption of initiatives and programs
within school districts would not only possibly effect buy-in percentages by teachers, but
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it would also provide justification for spending large amounts of district monies in times
of budget crises.
Conclusion
The overall purpose of this study was to determine the impact of implementing
multiple school improvement initiatives and how this process affects a teacher’s
measured levels of burnout and self-efficacy. Furthermore, it was the researcher’s belief
that the cyclical nature of initiatives within schools caused teachers to have decreased
levels of self-efficacy toward their positions as educators. According to the findings of
this study, the null hypothesis proved to be true for the most part. The number of school
improvement initiatives a teacher experiences through the course of his/her career has no
strong relationship to the overall measured levels of self-efficacy experienced.
Experiencing school initiatives was shown to have an impact on the unknown group of
teachers and their efficacy to create a positive school climate. The unknown group also
had a significant overall efficacy score. Last, the entire sample had a weak, but
significant correlation between initiatives experienced and their instructional selfefficacy.
Guskey (1988) as well as Fuchs et al. (1992) found self-efficacy to predict teacher
attitudes toward change. Skaalvik and Skaalvik (2007) defined an educator’s self-efficacy
as the general beliefs about limitations on what can be achieved through education.
Although previous research literature would suggest that the hypothesis presented in this
study would hold true, the opposite was the result. Teachers who taught at different grade
levels proved to have weak correlations between the number of initiatives they
experienced and self-efficacy. Despite the fact that the unknown group of teachers
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resulted in a significant overall efficacy correlation, experiencing initiatives did not affect
the group as a whole in terms of self-efficacy other than in one subscale (Instructional
Self-Efficacy). Similarly, teachers with differing years of experience did not have
significant correlations between initiatives experienced and their self-efficacy scores. The
one significant correlation between initiatives experienced and self-efficacy scores for the
varying experience groups existed between the total sample and the Instructional SelfEfficacy subscale.
In regard to burnout, Farber (1984), along with Russell et al. (1987), found that
teacher burnout was thought to be caused by factors such as excess work, a lack of
administrative and parental support, low salaries, a lack of student interest, student
discipline problems, over-crowded classrooms, and difficulty in advancement, among
other conflicts. According to this study, teacher burnout is unlikely to be solely caused by
the number of initiatives experienced. Significant correlations existed among those
teaching at different grade levels and the overall burnout correlations (unknown teachers
and their strong negative burnout correlation). Collectively, teachers at different levels
did not reveal strong correlations, which would indicate teachers at different levels are
experiencing burnout due to their exposure to school improvement initiatives.
Interesting trends emerged in regard to the types of initiatives teachers indicated
they were asked to implement. Respondents noted that most initiatives in which they
participate are district level initiatives. Elementary teachers tend to implement district
initiatives more often, whereas middle school teachers tend to implement school level
programs. High school teachers indicated that they implement initiatives at even rates
from many different sources (local, district, state, and federal).
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Reeves (2002) defined initiative fatigue as when fixed resources (employees’
time, physical and emotional energy of staff, etc.) are divided into a growing number of
initiatives; thus, the time allowed for each initiative declines at a constant rate and results
in the effectiveness of each initiative declining exponentially. The idea of teachers
experiencing burnout and decreased self-efficacy due to the constant implementation of
new programs initially left little doubt as to what would be discovered. The researcher
subscribed to the notion that teachers need more time to teach and less time to implement
mandates from different outlets. According to the findings of this study, implementing
school improvement initiatives does not necessarily associate with teacher burnout, other
than two groups (teachers with 1-5 years of experience and teachers with 21+ years of
experience) nor does it associate with changes in their self-efficacy as a whole.
The findings of this study provide significant implications for the field of
education. A perception exists among teachers of all levels that initiatives within schools
are cyclical in nature. The notion of old ideas coming full circle in a different package is
a common topic of discussion. Although many new initiatives prove to be similar
versions of old methods, experiencing these on a year-to-year basis does not prove to
cause significant effect on teachers. Individuals who encounter new programs often voice
their displeasure that another task added to their already heavy workload will simply be
too much to bear. The findings of this study will assist administrators at many different
levels in bringing an end to discussions of how a new program will lead to teacher
burnout or lower morale among the faculty. This study also provides insight to
individuals who are in the position to adopt new programs/initiatives for implementation.
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Ultimately, this study provides information for both teachers and administrators to
consider before or during the implementation of a new school improvement initiative.
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APPENDIX A – INITIATIVE DEFINITION SURVEY
Defining a “School Improvement Initiative”
Dear Participant:
As you may know, I am in the process of completing my dissertation towards my Ed.D.
in Educational Leadership at WKU. My research interests revolve around school
improvement initiatives and their impact on teacher burnout and sense of self-efficacy.
During this process, I have reviewed a vast amount of literature to further my own
understanding of these two constructs (burnout and self-efficacy). The literature is full of
information on burnout as well as teacher self-efficacy, but unfortunately I have had no
encounters with a formal definition of a school improvement initiative. Most educators
would be able to identify an initiative when they came across one, but it is imperative that
I establish a more formal and scholarly definition of what an initiative entails.
I have been asked to convene a panel of experts to assist in the creation of this definition.
Below you will find a short informal survey. In this survey, I have included a number of
components of what an initiative entails according to my interactions and conversations
with other educators as well as knowledge that has been gained from literature. Through
the survey results, I will be able create a definition of a school improvement initiative
according to the input of the experts that take part in the survey.
If you will, please take this survey and return to me upon completion. Thank you for
your willingness to assist me!

Wes Cottongim
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Directions:
This survey has been developed in hopes of establishing a more formal definition of a
school improvement initiative. Please read each question/statement and then respond by
selecting the response that best corresponds with your views toward this topic. The
responses follow a Likert scale and they range from 1 to 5 (1 indicating you strongly
disagree, 2 indicating you slightly 0disagree, 3 indicating you are undecided, 4 indicating
you slightly agree, and 5 indicating that you strongly agree). Thank you for participating!

1

2

3

4

5

An initiative should be implemented according to
needs indicated by data.

1

2

3

4

5

An initiative is meant to improve student
performance.

1

2

3

4

5

An initiative should be easy to implement in the
classroom.

1

2

3

4

5

Training is key to any initiative’s success.

1

2

3

4

5

Initiatives should be aligned to curriculum
standards.

1

2

3

4

5

Administrators should make decisions on
implementing new initiatives.

1

2

3

4

5

Implementing initiatives should be optional (not
mandated)

1

2

3

4

5

The success of initiatives requires buy-in from
teachers.
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1

2

3

4

5

The word “initiative” carries a negative
connotation.

1

2

3

4

5

Initiatives are usually a “one-size-fits-all” approach.

1

2

3

4

5

Initiatives are designed to reach new goals.

1

2

3

4

5

Initiatives should be implemented to fill gaps in
scores.

1

2

3

4

5

The success of an initiative lies with the
administrator’s leadership.

1

2

3

4

5

The success of an initiative lies with the teachers.

1

2

3

4

5

Initiatives are implemented due to directives from
federal, state, or district level administration.

1

2

3

4

5

District-wide and/or school-wide initiatives should
be the result of a participatory decision-making
process including both teachers and administrators.

If there are any other thoughts you have in regard to the components/make-up of an
initiative, please leave those ideas in the box below:
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APPENDIX B – PERMISSION REQUEST – BANDURA
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APPENDIX C – PERMISSION REQUEST - SEIDMAN
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APPENDIX D – SURVEY INSTRUMENT – SCHOOL REFORM INITIATIVES:
THEIR IMPACT ON TEACHERS
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APPENDIX E – IRB APPROVAL
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APPENDIX F – PERMISSION REQUEST TO SUPERINTENDENTS
969 Wintercress Lane
Bowling Green, KY 42104
6/20/11
Dear Mr. /Mrs. --------,
Greetings! My name is Wes Cottongim, a sixth grade teacher at Briarwood Elementary
in Bowling Green, KY. I am also a doctoral student at Western Kentucky University currently
working toward the completion of my dissertation. I am writing to seek your approval to invite
teachers in your district to complete a survey.
My study is titled School reform initiatives: Their impact on teacher burnout and
perceptions of efficacy. The purpose of this study is to discover whether the number of school
improvement initiatives a teacher experiences has an effect on his/her perceived self-efficacy as
well as levels of burnout potentially experienced. My study has been developed in hopes of
discovering the implications of having teachers implement and carry-out initiatives. The results
of this study will provide helpful insight to state education leaders of all levels.
This survey will be administered in a number of Kentucky school districts. The
participating districts will vary in size (according to student enrollment). I hope to survey
approximately 1000 K-12 teachers during this study. The participating teachers will be assured
anonymity and their participation is strictly voluntary. The results of this study will be shared
exclusively with my dissertation committee unless one of the participating administrators
(superintendents, principals, etc.) desires a copy of the results.
I look forward to hearing from you in regard to this request. If you have any questions at
all pertaining to this study, please feel free to contact me or my dissertation chairman, Dr.
Christopher Wagner, at the information provided below.
Wes Cottongim – Doctoral Student
270-535-5012
wes.cottongim@gmail.com
wes.cottongim@warren.kyschools.us
Christopher R. Wagner, Ph.D.
270-791-3088
christopher.wagner@wku.edu
Sincerely,

Wes Cottongim
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APPENDIX G – PERMISSION REQUEST TO PRINCIPALS
969 Wintercress Lane
Bowling Green, KY 42104
Dear Principal,
My name is Wes Cottongim and I am a sixth grade teacher at Briarwood Elementary and
Ed.D. candidate in the Western Kentucky University Educational Leadership Doctoral
Program.
I have received permission from your superintendent to conduct a survey of teachers
within the district and this email is intended to request your permission to perform
this survey within your school. The survey is voluntary, and should take approximately
10 minutes to complete. I am happy to share a copy of the survey that will be sent to
teachers if you wish. Once I receive your permission to conduct the survey within your
building, I will then send teachers an email that has a link to the survey. The purpose of
this survey is to investigate the impact school reform initiatives on teachers’ knowledge,
skills, and attitude toward their positions. This research is being conducted throughout
the south central portion of Kentucky.
This research is being conducted under the guidance of Dr. Christopher Wagner at
Western Kentucky University. If you have any questions regarding this survey/research,
you may contact either Dr. Wagner or myself at the information listed below. Thank you
for your assistance in this matter.
Sincerely,
Wes Cottongim
Ed.D. Candidate - WKU

Dr. Christopher Wagner
christopher.wagner@wku.edu
270-791-3088
Wes Cottongim
wes.cottongim@warren.kyschools.us
270-535-5012

165

APPENDIX H – E-MAIL TO TEACHERS INVITING THEM TO PARTICIPATE IN
STUDY
Dear ( county ) Teacher:
My name is Wes Cottongim. I am a sixth grade teacher as well as an Ed.D. candidate in
the Western Kentucky University Educational Leadership Doctoral Program. My
dissertation research focuses around investigating the effects school improvement
initiatives have on K-12 teachers. I am specifically interested in determining if the
number of school improvement initiatives a teacher experiences has any affect on levels
of burnout and self-efficacy.
Your district has been gracious enough to allow me to conduct a survey among the
teachers in your district. Participation in the survey is voluntary and there are no risks
involved. All responses will be kept strictly confidential. The survey should only take
about ten minutes to complete and is administered electronically. If you choose to
participate, you will have the opportunity to submit your name and email address for a
$25 Target gift card (30 gift cards will be given to random participants).
In the survey, you will be asked to answer some background information, followed by
questions that determine levels of burnout and self-efficacy in relation to the number of
initiatives the participant has experienced. If you are willing to assist, please follow the
link to the survey:
http://www.surveymonkey.com/s/Q3TCDXC
This survey is being conducted under the guidance of Dr. Christopher Wagner at Western
Kentucky University. If you have any questions or concerns, Dr. Wagner can be
contacted at 270-745-4890 or christopher.wagner@wku.edu. I can be contacted at 270535-5012 or wes.cottongim@warren.kyschools.us.
Thank you for being willing to assist in this research. The results will provide great
insight to educators of all levels!
Sincerely,
Wes Cottongim
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